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Abstract
The purpose of this study was to examine teachers' beliefs, perceptions and practices related to
student motivation. Two-hundred-and-six teachers from 13 states completed an on-line survey
containing the Perception of Student Motivation questionnaire (PSM), Motivating Strategies
Questionnaire (MSQ), and researcher-devised questions examining theoretical beliefs and
practices. Results reveal that teachers consider motivation to be an important part of their
teaching. Teachers' reporting feeling efficacious for diagnosing and intervening for student
motivation and believing in the malleability of motivation was found to correlate with
motivational strategy use. This finding was consistent with previous research. However, their
endorsement of theoretical beliefs and practices was variable. Teachers endorsed relevance as a
reason for students lacking motivation and indicated their use of strategies related to relevance
over all other reasons and strategies. However, all reasons were found to significantly correlate
indicating that if teachers are looking for the cause of students' lack of motivation, they are
endorsing several. Further, several strategies were significantly correlated and overall strategy
use was endorsed significantly higher than being unable to motivate. Perception of student
motivation was not found to correlate to the use of strategies, and this finding is consistent with
previous research. Although teachers endorsed motivation as an important part of their teaching,
they did not indicate a desire to obtain further professional development in this area.
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Chapter 1: Introduction
Motivation in education can be summarized as a student's willingness to undertake and
persist in challenging tasks, seek help, and endeavor to perform in school (Meece, Anderman, &
Anderman, 2006). The question of how to motivate students in school is one that has been
frequently posed but has proved challenging to answer. Motivational research provides an
understanding of the factors influencing motivation (attribution theory, self-efficacy theory,
expectancy-value theory, self-theories, achievement goal themy, and self-determination theory),
but the application of these factors within the classroom is linked to teacher beliefs and
perceptions surrounding motivation (Hardre & Hennessey, 2013). Thus, an understanding of
these beliefs and perceptions and how they relate to strategies and motivating behaviors is
necessary to understand student motivation.
The motivational aspects of learning and education play a significant role in both
students' and teachers' daily experiences in the classroom. Students arrive at school with innate
traits and prior experiences that influence their motivation towards learning and achievement.
Teachers, as well, have innate traits and prior experiences influencing their teaching style and
classroom behaviors. Through interactions and prior experiences, both teachers and students
develop perceptions regarding motivation. Given that the perceptions teachers hold regarding
student motivation influence the effort they expend encouraging and supporting such motivation
(Linnenbrink & Pintrinch, 2002), the question of student motivation cannot be answered without
consideration of teacher characteristics and perceptions.
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Teacher Characteristics
Individual differences among teachers (e.g. gender, age, and teaching experience) and
contextual differences (e.g., grade level, subject taught, and affective episodes) can influence
teacher practice. Previous research has suggested that teachers' gender and age were relevant to
how teachers relate and show their support to students (Jacobs. Finken, Griffin, & Wright, 1998),
but over time these relationships have become less clear (Hardre & Sullivan, 2008). However,
teacher gender has been shown to affect teacher perceptions of students' temperament,
educational competence and teachability and this has implications for students' development of
competence (Mullola et al., 2012). Teaching experience is connected to teacher confidence and
flexibility which influences teacher practices in the classroom (Mullola et al., 2012), and
enhanced ability to predict students' future goals (Hardre & Sullivan, 2008).

Teacher Perceptions of Motivation
Beliefs surrounding both the malleability of a situation (Reeve, 1996) and the need to
intervene for change to occur (Deci, 1995) are linked to the eff01i an individual will invest
towards change. Further, when faced with limited time and resources, individuals choose how
best to expend those resources based on the importance of the task and the likelihood of success
(Fishbein & Ajzen, 2010). In the classroom, teachers will invest in motivating behaviors ifthey
believe student motivation to be malleable, that is changeable under their influence (Hardre &
Hennessey, 2013). Conversely, teachers are less likely to invest energy to change what they
perceive as transient meaning likely to change on its own (Deci, 1995; Hardre & Hennessey,
2013).
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Teacher beliefs regarding the nature and etiology of student motivation can influence the
efforts expended and strategies used for motivating students (Hardre et al., 2006). These beliefs
cover a broad spectrum of motivational constructs. Specifically, (a) teacher beliefs regarding
both the goals the students have (mastery or performance); and (b) their interest and perceived
value of the material; (c) teacher beliefs regarding the nature of student motivation as intrinsic or
extrinsic; and (d) whether they believe ability to be successful is linked to motivational efforts
(Hardre & Sullivan, 2008, 2009; Kaplan & Maehr, 2007). Teachers also make judgments on the
level of motivation and whether it is adequate to the task (Hardre et al., 2006). The reasons to
which teachers attribute lack of motivation are also important (Hardre et al., 2006) since
teachers' attributing lack of motivation to something within their control will increase the
likelihood oftaking action (Deci, 1995).
Teachers' own perception of their ability to influence motivation is derived from their
feelings of competency, knowledge of and strategies for motivating students, and relatedness
with students (Hardre et al., 2006). Self-efficacy, or the belief in one's capacity to produce a
desired result (Bandura, 1977), is a critical component of this perception. Higher levels of selfefficacy are associated with increased abilities to initiate, sustain and persist towards goals
(Zimmerman, 2000) despite challenges or setbacks (Liem, Lau, & Nie, 2008). Self-efficacy is
task dependent and may differ even between closely related tasks (Tschannen-Moran, WoolfolkHoy, & Hoy, 1998). Teachers may also foster different levels of self-efficacy for their ability to
identify lack of motivation in students versus addressing those concerns (Hardre & Sullivan,
2009). Further, student achievement influences teacher judgment of motivation (Kaiser,
Retelsdorf, Sudkamp & Moller, 2013; Zhou & Urhahne, 2013), and these judgements influences
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teachers' use of motivational strategies. Student mastery motivation (student interest in learning)
is associated with teachers' enjoyment of teaching and student persistence and planning are
associated with teacher confidence (Martin, 2006); further supporting the association between
teacher perceptions of student motivation and teacher response. When teachers have positive
experiences motivating students, they develop increased efficacy and efforts toward motivating
those students (Linnenbrink & Pintrich, 2002; Radel, Sarrasin, Legrain, & Wild, 2010).
Teachers may not experience that success if they are not accurate in their perceptions or have
limited understanding of what motivates students (Weisman, 2012).
Given that teachers' perceptions, efficacy and experiences influence their effort and
strategies with regard to motivating their students, the accuracy of teacher judgments
surrounding student motivation is relevant to understanding student motivation (Dicke, Ludtke,
Trautwein, Nagy, & Nagy, 2012). As observable behavior is the only information available to
teachers on which to base motivational judgments, and as students may not reveal their thoughts
and feelings through observable behavior, teachers may not have accurate information on which
to base their judgments (Givvin, Stipek, Salmon, & MacGyvers, 2001). Further, teachers may
not be attuned to the students' behaviors or may be influenced by their own perceptions, leading
to inaccurate judgments (Givvin et al., 2001). Teachers demonstrate greater accuracy identifYing
performance and mastery goal orientations of their students but at the same time demonstrate a
lack of awareness of performance-avoidance goals (Dicke et al., 2012). In general, the accuracy
of teacher judgment of student motivation has been found to be low (Gagne & St. Pere, 2001;
Givvin et al., 2001).

TEACHERS AND STUDENT MOTIVATION

Motivational Theories
Several theories of motivation are significant to the discussion as they support the
influence of teacher-student interactions on the development of motivation. Specifically,
attribution theory, self-efficacy theory, expectancy-value theory, self /implicit themy, goal
theory, and self-determination theory have been studied in relation to student motivation.
Attribution theory focuses on the causes students attribute for the outcomes they
experience. This theory proposes motivation to be heavily influenced by these attributions.
Students adopt beliefs based on these attributions, and teachers make decisions based on their
own attributions for student outcomes. As such, both student and teacher attributions have
implications for education (Graham & Williams, 2009).
According to Bandura (1997 a), self-efficacy is the confidence one has in one's ability to
plan and execute a course of action, to accomplish a task, or to solve a problem. Students
develop self-efficacy through interaction with their environment and teachers and classrooms
play a significant role in this development. This theory postulates feelings of self-efficacy have
strong influences on student motivation through the choices students make and the goals they
adopt (Bandura, 1986; Schunk & Meece, 2006).
Expectancy-value theory proposes two sets of beliefs to most influence motivation. The
first is the individual's expectation for task success, and the second is the value the individual
attaches both to that task and to the other available options. Research on motivation using this
model indeed found task engagement and academic achievement to be best predicted by a
student's expectation for success and the value he or she places on that success (Eccles,
Wigfield, & Schiefele, 1998; Pintrich & Schrauben, 1992; Pintrich & Schunk, 1996).

5
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The terms self-theory and implicit theory are used interchangeably in the research to
reflect one's belief regarding the malleability of intelligence. Student beliefs and perceptions
regarding the malleability of intelligence play a significant role in task engagement, responses to
failure, and adoption of achievement goals (Dweck & Leggett, 1988). Research has shown
teacher practices to exhibit strong influence over these beliefs (Blackwell, Trzesniewski, &
Dweck, 2007).
Goal theory suggests students are motivated either to master or learn for the sake of
learning (mastery goal) or to perform to a standard or attain a goal (performance goal; Meece et
al., 2006). Goal theory is relevant to teacher practice as classrooms structures can be described
in terms of their adaptation of mastery and performance goals, which, in tum, influence the
motivational goals ofthe students (Ames, 1992; Ames & Ames, 1984; Ames & Archer, 1988;
Green, Miller, Crowson, Duke, & Akey, 2004; Linnenbrink & Pintrich, 2002). Students'
perceptions that their teachers believe they can learn have been positively related to the
adaptation of mastery and performance goals (Gilbert et al, 2013). These findings suggest that
promoting feelings of competence in students supports the adaptation of motivational goals.
Competence is an aspect of self-determination theory (SDT).
SDT proposes that motivation is promoted through autonomy, competency and
relatedness. Style of instruction can range from more controlling to autonomy supporting and
these styles can have a significant influence on student motivation (Ryan & Deci, 2000b).
Students who perceive their teacher to support their need for autonomy are more engaged in their
learning compared to students who do not believe their autonomy is supported (Jang, Kim, &
Reeve, 2012). Further, autonomy-supportive behaviors towards students coincide
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with increased feelings of competence and autonomy and decreased levels of dropping out of
high school (Vallerand, Fortier, & Guay, 1997). In addition to perceived teacher support for
autonomy, relatedness in the classroom is associated with increased motivation (Danielson,
Wiium, Wilhelmsen, & Wold, 201 0). With the development of feelings of competency, or
incompetency, comes the expectation for outcomes on certain tasks. Expectancy-value theory is
focused on the role those expectations play in motivation (Wigfield, 1994; Wigfield & Eccles,
1992)
Student expectancies and task values are influenced by their own perceptions of their
competency relative to the difficulty of the task, their own goals, and their affective memories
for similar tasks. These competency-related beliefs, goals and affective memories are influenced
by students' previous experiences, their expectations for themselves and the expectations of
others (Wigfield & Cambria, 201 0). Teachers influence these expectancies through their impact
on competency-related beliefs, setting up expectations and creating environments supp01iing a
variety of affective experiences.
Task values are multifaceted, but one aspect, utility value, or how a task fits into ones'
future plans (Wigfield & Eccles, 1992), is relevant to education, as students rep01i connecting
instruction to what is imp01iant to them as a desirable motivating strategy (Anderman,
Andrzejewski, & Allen, 2011). Another aspect of task value is attainment value, or how
imp01iant the task is to attain. Attainment value is connected to identity and feelings of selfworth, as actions that are aligned with goals and maintaining self-worth allows individuals to
confirm or express certain aspects of self (Wigfield & Cambria, 201 0). In school, students make
decisions regarding the value of tasks in relation to how engaging with them will enhance or
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diminish their self-worth. A student's level of self-efficacy for the task has profound effects on
his or her choices in this area (Bandura, 1997a). Further, a student's self-efficacy beliefs have a
significant impact on learning (Yusuf, 2011). However, Diseth (2011) found achievement
predicted self-efficacy in students, and Zimmerman (1999) found self-efficacy to be susceptible
to subtle changes in academic performance, supporting the role school plays in the development
of self-efficacy.

Statement of the Problem
Teachers are faced with limited time and resources and thus need to make decisions on
how best to expend those resources. In addition, teachers have beliefs regarding the malleability
of motivation in general and of each student in particular. They also make imperfect judgments
on student motivation based on their own perceptions and an incomplete knowledge base of what
motivates students. It stands to reason that an enhanced understanding of what teachers know
regarding motivation and how teacher perceptions influence the implementation of motivational
strategies would inform future teaching practice and professional development in the area of
student motivation.
In summary, previous research examining teachers and student motivation has found
teachers' prior beliefs and experiences to influence their classroom practices (Mansfield & V olet,
2010). Teacher perceptions of what motivates students are not strongly related to the choice of
strategy used to motivate, however the reasons teacher endorse for students lacking motivation is
highly related (Hardre & Sullivan, 2008). Teachers' adaptation of autonomy or controlling
styles are also influenced by their personal beliefs (Reeve et al., 2014), and the approaches they
utilize to motivate students are related to their self-efficacy (Quirk et al., 2010).
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Purpose of the Study
The purpose of the study is to ascertain teacher perceptions regarding student motivation
in terms of effort and engagement and the reasons for lack of motivation. Additional purposes
are to assess teachers' efficacy for diagnosing motivational issues and intervening in those cases;
to identify strategies used for motivating students and; to assess teachers beliefs regarding the
malleability of student motivation in general. Finally, to gain an understanding of how these
beliefs and perceptions may differ across grade level and subjects taught and identify areas for
future professional development. This study proposes to extend the current literature by
examining suburban teacher characteristics and their relationship to teacher beliefs, perceptions
and practices across grade levels. Further, this study will assess teacher knowledge regarding
motivational strategies and examine how this knowledge relates to teacher beliefs, perceptions
and practice regarding student motivation and feelings of self-efficacy for motivating students.
Specifically, this study proposes to address the following research questions:

1. What are the relationships ofthe demographic characteristics (age, gender, teaching
experience, subject area taught, and grade level taught) to individual teacher
differences in beliefs, perceptions and practices?
a. HI = Teacher perception of motivation will be negatively correlated to grade
level.
b. HI = Elementmy level teachers will endorse the use of extrinsic motivational
strategies to a greater degree than will middle school or high school teachers.
2. What are the relationships between teacher beliefs and perceptions and their use of
motivational strategies and classroom practices?

TEACHERS AND STUDENT MOTIVATION
a. H1 = Teacher belief in the malleability of motivation will be positively

correlated with the use of motivational strategies.
b. H 1 = Teacher belief in the malleability of motivation will be positively
correlated with the use of motivational classroom practices.
c. H 1 = Teacher belief in the transience of motivation will be negatively
correlated with the use of motivational strategies.
d. H 1 = Teacher belief in the transience of motivation will be negatively
correlated with the use of motivational classroom practices.
3. What is the relationship between teachers' self-efficacy for diagnosing and
intervening and their use of motivational strategies and classroom practice?
a. H 1 = Teacher self-efficacy for motivating students will be positively
correlated with the use of motivational strategies.
b. H 1 =Teacher self-efficacy for motivating students will be positively
correlated with the use of motivational classroom practices.
4. Do teacher beliefs or perceptions predict strategy use or classroom practices?

10
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Chapter 2: Review of the Literature
Academia represents a challenging and complex aspect of children's lives. Students are
expected to engage in the academic activities presented them, learn from this instruction, and
meet the established competency standards. Throughout this process, students are expected to
establish and maintain relationships with peers and teachers and to adhere to school and
classroom rules. Understanding the motivation of students is critical to the study of students and
learning. Motivation is composed of the energy and persistence brought to the task and is
informed by the beliefs, values and goals that influence which tasks and goals are pursued and
the standards to which they are achieved and measured (Wentzel & Wigfield, 2009).
Motivation in education can be summarized as a student's willingness to undertake and
persist in challenging tasks, seek help and endeavor to perform in school (Meece et al., 2006).
That definition describes the behaviors educators ascribe to motivation but cannot begin to
address the root of those behaviors. Research has shown motivation to be influenced by multiple
variables, including those that exist within the student, and exist as part of the surrounding
environment and the interaction of the two. In terms of motivation and education, the interaction
of the environment and the student that is most relevant. In essence, the question, "What
motivates students?", necessitates, first, an understanding of what actually does motivate
students and, second, what is occurring within the classroom environment to support the
motivation.
Motivational research is broad and encompasses many theoretical constructs, such as
self-efficacy theory, achievement goal theory, attribution theory, expectancy-value theory, selfdetermination theory (SDT), and self-theories, that attempt to explain and predict aspects of
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behavior as it relates to why one does what one does. In terms of education, motivational
research has proposed multiple theories and devised constructs aimed to answer the question
"what motivates students?" These constructs are complex and do not operate in isolation. Many
of the current studies examine both the correlation between motivational constructs and the
predictive properties of these constructs in terms of achievement outcomes and motivational
behaviors. To provide the reader with sufficient background to understand the current literature,
the relevant theories will be presented first in this literature review, followed by a discussion of
the more complex studies examining multiple constructs working in conceti.
The aim of this literature review is to discuss motivational research as it pertains to the
role of teachers and classroom structures in their influence on student motivation. To maintain
this aim, the focus narrows to those constructs susceptible to school influence. That is, what can
teachers and classroom structures do to support (or discourage) student motivation? Using this
criterion, the relevant motivational theories and constructs narrow to attribution theory, selfefficacy theory, expectancy-value theory, achievement goal themy, SDT, and self-theories. Also
important are student-teacher relationships and theories related to teacher beliefs, perceptions
and expectations.

Motivational Theories
Drives and needs and the role of punishment and rewards in school were the focus of
early motivational research in education. Over time, however, research has moved from
studying motivation as strictly an individual characteristic to studies encompassing the
developmental, social and ecological factors influencing motivation. Over the past 30 years,
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these social cognitive theories have dominated the research (Wentzel & Wigfield, 2009) and will
be the focus of this review. The theories presented propose to explain the development of
student motivation through an examination of social and ecological factors influencing the
adaptation of specific beliefs, values, and goals by students and how, in turn, these beliefs,
values, and goals influence motivational behaviors and academic achievement.
Attribution theory
In terms of motivation and education, Weiner's model (1986, 1995, 2006, 201 0) has been
determined to be the framework of choice for this research (Graham & Williams, 2009). In his
theory, Weiner incorporates the antecedents, the causal factors; and the cognitive, behavioral, or
affective consequences. He further differentiates between the attributions one makes about
oneself (intrapersonal) and the attributions one makes about the outcomes of another's behavior
(interpersonal). Both have implications in education as students adopt beliefs based on their own
attributions and teachers make educational decisions and engage in behavioral responses based
on what they attribute as the cause of a student's achievement outcome (Graham & Williams,
2009).
Both the attribution theories of intrapersonal and interpersonal motivation propose a
temporal sequence, and according to Weiner (1985a), these spontaneous attributions occur daily.
Success or failure corresponds to an affective response and a determination as to whether this
outcome was unexpected, negative, or important. The question of "why" this success or failure
occured follows unexpected, unusual, or negative outcomes (Gendolla & Koller, 2001). In
education, the answer to the "why" questions, or ascribing causal attributions, are most
frequently attributed to ability, skill, effort, task difficulty, mood, luck, or interference from
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others (Weiner, 1986). However, aptitude and effort are causes most frequently ascribed to
failure (Graham & Williams, 2009). When explaining outcomes, students most frequently attach
importance to competency and effort. For example, students most frequently explain their
success by ascribing to the belief that "I am smart" or "I tried hard." A failure outcome is most
frequently attributed to the belief statements "I am not smart" or "I did not try hard enough."
Similarly, teachers will ask and answer these questions with regard to their students'
performances and attribute causes to the outcomes and respond accordingly (Hardre &
Hennessey, 2013).

Defining aspects of attribution. To fully understand causes and their influence on
achievement outcomes, research has identified three dimensions by which to describe the
outcomes from the perspective of the perceiver. Locus describes whether the cause is attributed
to internal or external factors relative to the individual; stability identifies the cause as constant
or permissible to change over time; and controllability indicates whether the cause is amenable to
volitional influence (Weiner, 1985b, 201 0). Attributions are described using these dimensions to
allow researchers to study the correlations and predictive ability of different causes ascribed for
success and failure and achievement outcomes. Each of these dimensions has been shown to
predict expectations for success and affective responses. Locus is associated with pride
following a successful outcome and shame following failure (Weiner, 201 0). Stability is
correlated with expectations for future success (Weiner, 201 0). Controllability together with
locus predicts shame or guilt following failure (Weiner, 2010) and expectations for future
success (Weiner, 1986).
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The aspect of controllability in particular has been shown to have fmiher implications in
the educational setting. Students who attribute their achievement outcomes to controllable
factors exhibit more positive achievement outcomes as well as more effective metacognitive,
cognitive, affective and motivational behaviors (Schunk, 1994; Vermunt, 1998). Fmiher,
attributing success to internal factors, meaning a higher internal locus of control, as the
explanation for successful outcomes best predicts achievement outcomes and the attributions
given for successful outcomes are better predictors of achievement than the attributions ascribed
to failure outcomes (Boyer, 2006; O'Sullivan & Howe, 1996; Vispoel & Austin, 1995; Watkins
& Gutierrez, 2001).

Educational research has examined both ability and effort attributions to determine how
they are perceived using Weiner's three dimensions. Ability is described as internal, stable and
uncontrollable. Effort is also described most frequently as internal but in contrast to ability, is
perceived as unstable and controllable (Weiner, 1985a, 2010). As all ofthese are dimensions,
individuals will gauge themselves, and others, as falling along different points on the continuum,
but the knowledge that effort and ability are perceived differently has important implications for
education as it guides our understanding of the behaviors students and teachers engage in based
on their causal attributions for achievement outcomes. In a longitudinal study, Liu, Cheng, Chen
& Wu (2009) found that across time, effort-based attributions predicted greater increase in

achievement whereas ability-based attributions did not.
Developing causal attributions. The knowledge of the causal dimensions upon which
attributes are made and the understanding that effort and ability are the primary causes identified
by students are not sufficient to fully understand attribution theory and education. One must
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delve more deeply to gain an understanding as to how students arrive at their beliefs and causal
attributions.
Through the attribution process (Kelley & Michela, 1980), students use antecedent cues,
such as prior performances and social norms to determine cause. According to Weiner (1992),
people exhibit a desire to understand and explain events and can be rational and even
dispassionate in the process. Early research on attribution theory found fairly consistent support
for the existence of self-serving attribution biases for people in general. That is, individuals were
more often observed taking credit for successful outcomes and less responsibility for failure
outcomes, and this was determined by the increased tendency of research participants to attribute
successful outcomes to internal causes (effort and ability) and failure to external causes (Bong,
2004; Vispoel & Austin, 1995). This was termed hedonic bias by Miller and Ross (1975). In a
more recent study in Australia. however, students were more likely to attribute their highest
grades to luck, an external, uncontrollable cause, contradictory to earlier studies (McClure et al.,
2011). McClure et al. (2011) attributed this phenomenon to the tall poppy syndrome (Kirkwood,
2007) in which high achievers reported being described as just lucky, as opposed to more
capable, by their friends, family and peers. Attempting to draw attention to the ability factor
over the luck factor as the explanation for their success was reported to draw social disapproval
(Hareli & Weiner, 2000). The participants in this study may have been attempting to maintain
social approval by attributing their success to luck more so than to effort or ability (McClure et
al., 2011).
When examining the role of trait versus situational influences on outcomes, research
found people more likely to overestimate the role of situational factors and underestimate the
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role of traits when making causal inferences about themselves but they exhibited the opposite
attributions when making causal inferences about others. The former was found to be so
pervasive that it was thus labeled fundamental attribution error (Ross, 1977) and the latter
labeled the actor-observer effect (Nisbett et al., 1973).
Age is also a factor in the attributional process. Children's understanding of effort and
ability, and their relationship to achievement, undergoes drastic changes with age (Folmer, et al.,
2007; Nicholls, 1978; Nicholls & Miller, 1984). When children are younger, they believe effort
and ability are positively related (i.e., smart students are hard workers and not-so-smart students
are not hard workers). As children grow older, these concepts become reciprocally related and
become interpreted to mean smart students do not have to work as hard and hard working
students must not be as smart (Nicholls, 1979; Rhodes, Blackwell, Jordan & Walters, 1980).
These relationships become particularly important when examining students approach to
task failure. Folmer et al., (2007) found that when in an experimental condition eliciting higher
effmi from older students, these students following failure feedback demonstrated increased
motivation, decreased perceived ability, and increased likelihood of stable causal attribution.
The increased motivation observed in the older students supports previous research (Snyder &
Higgins, 1988), suggesting that when faced with appearing less capable, older students will
engage in behaviors designed to "save face" (Folmer et al., 2007). Students who perceive
themselves as less capable will engage in behaviors that will allow them to attribute their failures
to external causes, and these behaviors may become akin to self-fulfilling prophecies (Jones &
Berglas, 1978). Students may intentionally put in less effort if expecting to fail so as to be able
to attribute their lack of success to lack of effort rather than to lack of ability (Jacobs, Lanza,
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Osgood, Eccles, & Wigfield, 2002). The older students also exhibited a higher tendency to
attribute failure to stable, internal and global causes (e.g. low ability in general; Folmer et al.,
2007).

Self-Efficacy Theory
Self-efficacy refers to the confidence one has in their ability to plan and execute a course
of action, to accomplish a task, or to solve a problem (Bandura, 1997). There is abundant
research identifying self-efficacy as a strong influence on motivation and achievement (Bandura,
1997; Bouffard, Boileau, & Vezeau, 2001; Multon, Brown, & Lent, 1991;Pajares, 1997;
Stajkovic & Luthans, 1998). In education, self-efficacy plays a significant role in the choices
students make with regards to the activities they select, their interests, the effort they expend on
tasks, and their persistence (Feria, Valcke, & Schuyten, 2010; Pajares, 1996b, 1997; Schunk,
1995). Students with high self-efficacy for a task will more readily engage with that task, persist
in the face of challenge and demonstrate higher interest in learning and achievement when
compared to students who doubt their ability to be successful (Bandura, 1977a). Self-efficacy is
based in social cognitive theory postulating that human functioning results from the interaction
of individual factors (cognitions, emotions, biology), behaviors and the environment (Bandura,
1986; Schunk & Meece, 2006).
Social cognitive theory. Social cognitive theory is based in the belief that individuals
are active participants in their own development and, as such, are major determinants of the
outcomes of their actions (Bandura, 1977b). Individuals engage in the process of self-reflection
in order to make sense of events and experiences. This self-reflection involves the exploration of
one's beliefs and cognitions and the assessment of one's behavior or performance and adjusting
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one's thinking and behaviors accordingly (Bandura, 1977b; Schunk & Pajares, 2009). The
reciprocal nature of these relationships allows for interventions at the individual, behavioral and
environmental arenas. In schools, social cognitive theory can provide a framework for
interventions to increase motivation through improving students affective states, correcting
faulty beliefs, and adjusting classroom structures (Schunk & Pajares, 2009).

Sources of self-efficacy. Individuals develop self-efficacy through environmental
interactions and the ways in which they interpret those experiences. Individuals acquire
information on which to gauge their self-efficacy through (a) interpreting their own
performances; (b) the observation and interpretation of others' performances; (c) their
physiological responses to a task or situation; and (d) the persuasion of others (Bandura, 1977a;
Schunk, 1995). Mastery experiences become particularly salient contributors to self-efficacy
development when the individual overcomes obstacles or succeeds in achieving demanding tasks
(Bandura, 1997).
Usher and Pajares (2006) confirmed these principal tenets ofBandura's social cognitive
theory ( 1986) as each of these sources proved to be significant predictors of self-efficacy in their
middle-school research. Mastery experience (own performance) accounted for the greatest
proportion of the variance in predicted self-efficacy for the entire group. Diseth's (2011) research
on high-school students again found prior achievement, in this case GP A, to be a significant
predictor of self-efficacy.
Students also gravitate towards peers with similar motivational beliefs and further
influence one another over the course of the school year (Ryan & Patrick, 2001). Observing
similar others succeed on tasks can encourage the observer to attempt tasks because he or she
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may acquire the belief that "if they can do it, I can do it" (Schunk, 1995). Through these social
comparisons, students will inform their self-efficacy beliefs. However, these vicariously induced
beliefs are generally weaker than those developed through actual experience as subsequent
failure experiences can easily negate them (Bandura, 1997b; Schunk, 1995).
Gender is also a contributing factor to the development of self-efficacy. For middleschool girls, social persuasion accounts for the greatest unique variance in self-efficacy
development, while for boys, mastery experience remains the most significant predictor (Usher
& Pajares, 2008). This finding is a significant, as educators need to be cognizant of these social

influences on girls and work to manage potential negative impacts. Girls can be dissuaded from
choosing academic paths within their reach as a result of to negative social persuasion (Bandura,
1997; Zeldin & Pajares, 2000). In contrast to negative social persuasion, hearing from others "I
know you can do it" can increase self-efficacy (Bandura, 1997). However, success on the task
must be attainable. No amount of self-efficacy will ensure a successful outcome if a student
lacks the necessary skills, and any increase in self-efficacy as a result of to social persuasion will
be short-lived if the subsequent outcome is not successful (Schunk, 1995).
The physiological responses of stress or anxiety when contemplating a task can lower
self-efficacy towards the task, further increasing stress or anxiety that may negatively impact
performance (Bandura, 1997). Improving student's emotional wellbeing and reducing negative
affective states can improve self-efficacy (Usher & Pajares, 2008). As students move through
school, negative affective states are more prevalent largely because of increased demands, such
as increased homework, and changes in school practices, such as changing classes and normative
grading (Eccles, Midgley, & Adler, 1984). A student's outlook is known to influence the
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interpretation of events and impact self-efficacy. A pessimistic view can lead to a negative
construction of events and decrease self-efficacy while a positive mood can yield a more
favorable interpretation of events and improve self-efficacy (Seligman, 1990).
The information provided from peers and teachers will not directly translate into
competency judgments for academic tasks but are subjected to individual interpretation (Pajares,
1996). The information may be additive, meaning the efficacy information can accumulate to
enhance self-efficacy, be multiplicative, meaning there is an interaction between sources, or be
configurative, meaning the influence of one source depends on another (Bandura, 1997). As
children grow, their cognitive abilities develop as well allowing more for enhanced capacities to
incorporate information into the development of their self-efficacy beliefs. However, individuals
typically rely too heavily on information from some sources and ignore information from others,
resulting in some inaccuracies in their cognitions in relation to their beliefs and abilities
(Bandura, 1997; Pajares & Kranzler, 1995). Teacher feedback is particularly important for
students to accurately gauge their performance and make appropriate adjustments. At the
elementary level, this feedback should be intended to encourage and highlight what students are
doing well (Schunk & Schwatiz, 1993). In the area ofwriting, research has shown that students
may not accurately assess their ability to convey information well in writing and appropriate that
teacher feedback will increase self-efficacy and achievement in this area (Zimmerman &
Bandura, 1994).
When students' judgments of their ability to complete a task match their actual abilities,
they are considered well calibrated (Pajares & Kranzler, 1995). In education, students who
overestimate their abilities may fail on those tasks that can result in decreased motivation.
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Conversely, students who underestimate their capabilities may be reluctant to take on
challenging tasks, thus negatively impacting learning. Gonida and Leonardi (2011) found that
students underestimating their capabilities in even one subject experienced educational costs,
such as maladaptive approaches to learning, and fewer benefits, such as decreased interest and
less engagement. Further, students overestimating their abilities experienced more costs but not
necessarily fewer benefits. Optimally, students' self-efficacy for tasks should slightly exceed
their abilities so as to encourage continued motivation (Bandura, 1986, 1997).
Poor calibration can result when students do not understand the task demands. This
occurrence is common in schools when students are learning new tasks and do not have the
experience to judge the requirements for success (Schunk & Pajares, 2009). Social influences
and instructional practices can also influence calibration (Schunk & Pajares, 2004). In order to
maintain social alliances, students may underperform in their academics (Schunk & Pajares,
2004). Even when performing as well as boys in academics, girls rep01i lower levels of selfefficacy, particularly for higher academic coursework (Pajares & Miller, 1994, 1997). While
learning the skills required for success on tasks can increase self-efficacy beliefs and improve
calibration, certain classroom practices may hinder that process. Students placed in low-ability
groups operating on the belief that they cannot move to a higher group may underperform even
when they possess the self-efficacy for the task (Schunk & Pajares, 2004).
Types of self-efficacy. Self-efficacy beliefs can be domain specific; that is, a student may
hold varying beliefs regarding his or her ability to be successful in one academic task over
another (Zimmerman, 1999). Bandura's early research (1977a) differentiated between efficacy
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for performing a skill and efficacy for learning a skill. In schools, students may be able to
perform a task but fear the consequences of doing so and thus have lower self-efficacy for
performance. Students also spend a significant amount of time learning new skills in school and
Bandura ( 1977b) suggested variability in skill development is connected to differences in student
self-efficacy for learning new skills. To be successful, students must develop the ability to
regulate their learning through the use of adaptive learning strategies and metacognitive
approaches and thus must develop self-efficacy for applying these self-regulating skills
(Zimmerman & Martinez-Pons, 1990). Self-regulated learning refers to the thoughts, feelings
and behaviors one exhibits directed towards a learning goal (Zimmerman, 2000).
Education is not only an individual pursuit but also a group endeavor. Collective selfefficacy refers to the group's perceptions of its ability to succeed on the given task (Bandura,
1997). This perception of self-efficacy applies to both groups of students and groups of teachers.
Teacher and collective teacher self-efficacy are related concepts and will be discussed later.
Each of these types of self-efficacy can potentially influence student motivation and
achievement.

Effects of self-efficacy on motivation and achievement. Considerable research has
clarified self-efficacy and its role in the development of cognitive competencies (Bandura, 1997).
In relation to education, perceived self-efficacy in a given domain contributes independently to
achievement above and beyond that of intellectual ability. Solheim (2011) found self-efficacy to
be a significant, positive predictor of reading comprehension scores. Self-efficacious students
also exhibit higher levels of participation, persistence, and effort than their less self-efficacious
peers (Bandura, 1997; Schunk, 1996). Students with higher levels of self-efficacy exhibit
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increased self-regulation for learning tasks (Zimmerman & Bandura, 1994; Zimmerman &
Martinez-Pons, 1990). Fmiher, these students experience fewer negative emotional responses
and exhibit more adaptive responses when encountering academic challenges (Bandura, 1997;
1999; Pajares & Kranzler, 1995).
Students' feelings of self-efficacy influence their choice of task. During their research on
students' math self-efficacy, Bandura and Schunk (1981) found that choice of engaging in a
math task could be predicted by the students' mathematical self-efficacy beliefs. That is,
students with higher self-efficacy for math chose to work on math at a higher rate than students
reporting lower levels of self-efficacy for math. This additional practice increased skill
acquisition (Bandura & Schunk, 1981; Yusuf, 2011). Self-efficacy has also been found to
influence the choices students make with regard to course selection, that is, how motivated they
are to pursue a more challenging course (Eccles, 2005). Research has found that students with
similar abilities made different choices as to whether or not to pursue advanced placement
courses and these decisions resulted from their differing levels of self-efficacy for the subject
matter (Eccles, 2005).
In addition to demonstrating increased motivation towards math, higher levels of selfefficacy are associated with improved use of learning strategies (Yusuf, 2011). Diseth (2011)
found that self-efficacy, in part, predicted the use of deep learning strategies as opposed to the
less effective surface learning strategies. Similarly, Berger and Karabenick (20 11) demonstrated
that students' self-efficacy in math predicted their reported use of learning strategies. The
application of positive learning strategies is associated with higher academic achievement and is
a key indication of self-regulated learning (Zimmerman, 2002). Ferla et al. (2010) reported a
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similar connection between self-efficacy and use of deep learning strategies. In their study,
feelings of competency were measured, including academic self-efficacy as a global concept and
the more specific self-efficacy for self-regulated learning. Only self-efficacy for self-regulated
learning combined with perceived level of understanding the academic material invoked the use
of deep learning approaches. Perceived understanding of the academic material alone did not
encourage the use of deep learning strategies and had a direct negative influence on persistence.
Students who felt they learned the material well, whether that assessment was correct or
incorrect, were less persistent and did not utilize deep learning strategies unless they also
endorsed self-efficacy for self-regulated learning. This finding is consistent with previous
research (Lent, Brown, & Larkin, 1986; Middleton & Midgley, 1997; Miller, Greene, Montalvo,
Ravindran, & Nichols, 1996) indicating that students need to understand the task demands,
possess the necessary skills and also feel efficacious towards learning to persist and demonstrate
adaptive approaches to learning.
Self-efficacy for regulating learning and managing the social aspects of school such as
peer pressure, contributes to higher achievement and higher academic aspirations as well
(Bandura, Barbaranelli, Caprara, & Pastorelli, 1996). The students in this study, age 11
through14 years, demonstrated the ability to impose behavioral guidelines on themselves that
supported academic achievement (e.g., sharing, attending to instruction) and to avoid detrimental
behaviors that would undermine their success (e.g., aggression, transgressive conduct). These
increases in prosocial behaviors were associated with reduced vulnerability to depression and
feelings of futility (Bandura et al. 1996).
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As students move through school, they gain educational experience, yet research shows
that over time, students exhibit a general decline in self-efficacy for academics and specifically
for self-regulation (Bouffard et al., 2001). In their longitudinal study, Caprara, et al. (2008)
examined students' perceived self-regulation for learning and its contribution to academic
achievement and school dropout rates. Across ages 12 through 16 years, the students exhibited a
steady decline in self-efficacy for self-regulation. The authors suggested several factors as
contributing to this decline, including the increased academic demands associated with higher
grade levels and the accumulation of academic deficits that become increasingly more salient
over time. Higher levels of self-efficacy in junior high school also contributed to higher
academic achievement in junior high school and increased self-regulatory efficacy in high
school. Further, students who exhibited a lesser decrease in regulatory self-efficacy as they
moved into high school exhibited a decreased drop out rate.
As previously described, self-efficacy is influenced by several factors, including the
interaction of personal beliefs, behaviors and environmental influences and influences, students'
choice oftask and eff01i and persistence on those tasks (Bandura, 1986; Schunk & Meece, 2006).
In turn, self-efficacy influences the outcome expectations students hold, and these expectations
play a role in student motivation as well (Eccles, 2005).

Expectancy-Value Theory
Outcome expectations refer to the beliefs one holds as to what will be achieved through
engaging in a particular task or activity. These outcome beliefs encompass expectancies for both
success and failure. Value refers to the importance students attach to tasks and their outcome.
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Similar to self-efficacy theory, expectancy-value theory is also derived from a sociocognitive
approach to understanding behavior and proposes that student expectation for the outcome
combined with the value placed on the task and its outcome influences how motivated a student
will be to engage in that task (Eccles et al., 1998).
The individual's beliefs regarding outcome expectations are shaped over time by personal
experiences and the ways in which these experiences are interpreted (see previous discussions on
the development of self-efficacy). Students' ability-related beliefs and values decrease through
adolescence (Eccles & Roesser, 2009). One explanation for this phenomenon is that students'
self-assessments become more accurate or realistic as they age, resulting in an overall decline.
Another explanation suggests that school environment places increased emphasis on student
comparisons, and this emphasis encourages overall lower levels of self-efficacy and competency
beliefs (Eccles & Roesser, 2009). However, outcome expectations differ from self-efficacy in
that students may believe in their abilities to accomplish the task but will also incorporate their
knowledge regarding the influence of outside factors into their expectation for success or failure
(Schunk & Pajares, 2009).
Task value is influenced by multiple factors, including personal enjoyment, future utility,
social influences, opportunity cost, and self-efficacy for the task or subject matter (Eccles, 2005).
In the development of their model, Eccles and her colleagues defined the task attributes
contributing to the decision to pursue a course of action as (a) attainment value, (b) interest
value, (c) task utility, and (d) activity cost (Eccles & Wigfield, 1995). The choices people make
regarding what tasks to pursue and how much energy to expend on those tasks are both
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conscious and unconscious choices, driven by outcome expectations and task value beliefs
(Eccles, 2005).
The research examining task value and education has focused primarily on the interest
aspect of value and ways to increase student interest in school. Eccles and her colleagues
suggest increased interest value towards an activity will encourage long-term engagement with
that activity. According to Renninger and Hidi (2002), interest is composed of both the
cognitive and the affective responses inherent to engaging in an activity. The cognitive aspects
of interest involve the thoughts and beliefs surrounding the activity, and the affective aspects of
interest reflect the feelings the activity arouses (Renninger & Hidi, 2002). Students develop
interest through individual experience with the task or activity and through the environment in
which they operate. Therefore, both personal and contextual factors can enhance or diminish
interest (Renninger & Hidi, 2002).
Researchers have also distinguished between personal interest and situational interest in
academics. Personal interest is considered relatively stable and reflects one's orientation towards
a domain. Situational interest is fostered through the emotional response to specific aspects of a
task (Hidi, 2000; Silvia, 2005). Personal relevance, vividness, novelty, and comprehensibility
have been found to inspire situational interest (Chen, Darst, & Pangrazi, 2001). Much ofthe
research examining situational interest has looked at students and reading comprehension.
Novelty and relevance has been shown to encourage student interest in text, and supp01i is strong
for the relationship between text comprehension, recall, and situational interest (Hidi, 2001;
Schiefele, 2009). However, research by Durik and Harackiewicz (2007) suggested that the use
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of novelty will only inspire situational interest for only low-interest students and may actually
discourage interest for high-interest students.
The relationship between outcome expectations and interest, and their role in student choice
and motivation has been shown to increase with age and starts with students as young as first
grade (Davis-Kean, & Eccles, 2006; Dennissen, Zarret, & Eccles, 2007; Durik, Vida, & Eccles,
2006; Meece, Wigfield, & Eccles, 1990). According to a longitudinal study by Durik et al.
(2006), the importance fourth graders gave to reading related significantly to the number of highschool English classes they took later on. Further, their level of interest in reading in fourth
grade predicted their interest in reading-related activities in

lOth

grade. These relationships were

also found in the other academic areas. In another longitudinal study examining elementaryschool children's participation in science and math and its relationship to subsequent science and
math ability beliefs, value, and course selection, Simpkins, Davis-Kean, and Eccles (2006)
demonstrated that these early experiences were related to the students later expectancies for
success or failure and the value placed on science and math. Further, these early experiences
predicted the number of science and math courses taken in high school. The outcome
expectations of these students were the most predictive of course selection, but value was also a
significant predictor. In a more recent study, task value and self-efficacy were found to
significantly predict the use of deep-processing learning strategies (Berger & Karabenick, 2011).
As previously noted, self-efficacy is associated with increased self-regulated learning and is
necessary for the adaptation of deep learning strategies (Feria et al., 2010). While this study did
not find the use of learning strategies to predict motivation, the authors proposed the study was
of too short a duration for the outcome of the enhanced approach to learning (use of deep-
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learning strategies) to influence subsequent motivation towards the task (Berger & Karabenick,
2011).
In addition to influencing learning strategies, task value, most specifically usefulness and
importance, plays an impmiant role in test taking. Cole, Bergin and Whittaker (2008) queried
high-school students following the completion of a low-stakes exam assessing their academic
knowledge across mathematics, English, social studies, and science. These tests were required
for all students but had no impact on student grades. Results indicated that the level of interest
and importance the student placed on English influenced effort on the English exam. Usefulness
and impmiance rated by the student for each of the remaining subject areas, specifically
mathematics, science and social studies, were found to influence their effort on the
corresponding exam.
Wigfield and Tonks's (2002) model identifies social influences as an important
contributor to the development of student values and expectancies for success. Specifically, the
beliefs, attitudes, and behaviors of people with whom the student has a significant relationship
have a significant influence on the development of subject value and expectancies for success.
Research by Choinard, Karesenti and u (2007) support the Wigfield and Tonks (2002) model. In
their research on student motivation towards math, social influences were found to be a factor in
the development of interest and motivating students. Specifically, students who perceived
teachers as supporting their competency in math repmied greater interest in math, and this
interest was associated with increased effort by the students.
Nagengast et al. (2014) observed that early models of expectancy-value theory proposed
an interactive effect between expectancy and value (expectancy x value) as the significant
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predictor of engagement and achievement. However, studies over the last 25 years have not
included this analysis and an additive relationship, not an interactive one, has been the focus of
recent studies. Nagengast et al. (20 14) believe this is significant, as the number of students
pursuing careers in the sciences is on an international decline (Organization for Economic
Cooperation and Development, [OECD], 2007). Understanding the motivational determinants
involved in choosing careers in science or for disengaging from science is a critical first step in
stemming this tide. Nagengast et al. (2014) proposed that schools focus on the question of how
to increase achievement motivation, whereas the more salient question is how to increase student
motivation towards engagement in the sciences and science-related careers.
Through a review of the work of Eccles and others, they proposed that weak statistical
modeling as the reason for the disappearance of reporting on the interactive effects of expectancy
and value. They tested their hypothesis through an analysis of data from the OECD's Program
for International Student Assessment (PISA, 2006 and found good support for the interactive
effect of science self-concept and science enjoyment towards both engagement and consideration
of a science career. These students not only demonstrated increased engagement in keeping with
expectancy-value theory but also indicated plans and goals that inform an understanding of why
students behave as they do.
Self-Theories/Implicit Theories

The term self-theory and implicit theory are used interchangeably in the research to
reflect one's belief regarding the malleability of intelligence. This are of research is relevant to
motivational research, as student beliefs and perceptions regarding the malleability of
intelligence play a significant role in task engagement, responses to failure and the adoption of
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achievement goals (Dweck & Leggett, 1988). Early research by Diener and Dweck (1978)
examining fifth graders' response to failure found that they followed one of two patterns and
could be grouped as such. One group exhibited a helpless response to failure: they blamed their
failure on lack of ability they could not control. These students would then exhibit negative
affect and decreased effort resulting in decreased performance. The other group remained
optimistic during the challenging task, expressing a positive affect and utilizing more effective
strategies resulting in greater task success. These differences in response could not be attributed
to differences in actual cognitive ability (Diener & Dweck, 1978). Subsequent research by
Elliott and Dweck (1988) again examining fifth graders responses to failure traced these
differences in response to different innate beliefs students held regarding the malleability of
intelligence.
Dweck and her colleagues assert that some students believe intelligence to be a fixed entity,
that is, they have a certain amount of ability and this ability is unchangeable. They believe if
they have a great amount of"intelligence" or "smarts", they are ready for the task, but if they do
not, there is nothing they can do to about it. This latter group of students also tended to concern
themselves with whether or not they had the intelligence or ability to handle a given situation or
succeed on a task. In the literature, this belief is referred to as an entity theory of intelligence
(Dweck & Master, 2009). Other students believe that intelligence is not fixed but is malleable.
They believe intelligence can be strengthened or grown over time. These students concern
themselves more with the effort they put in and how well they can learn the task, believing effort
and learning will increase their ability. This belief is referred to as an incremental theory of
intelligence (Dweck & Master, 2009).
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The beliefs students endorse, entity or incremental, have impmiant implications for their
effmi and achievement. These beliefs influence their thoughts regarding effort: Is effort useful,
or does it signal a lack of ability? According to Dweck and her colleagues, students endorsing
the former will adopt an incremental theory of intelligence while those endorsing the latter will
adopt an entity theory approach. This approach will, in turn, influence their attributions for
success and failure (effort or ability) and how they handle setbacks (persist or give up; Dweck &
Master, 2009).
Research by Davis, Burnett, Allison and Stone (2011) examined the effect of this theory in
conjunction with "underdog" versus "top dog" status. College students were queried to ascertain
their implicit beliefs regarding intelligence and then were divided into two groups with equal
representation across both. One group was told they were preparing for a math competition
against MIT students (given underdog status), and the other was told they would be competing
against local community college students (given top dog status). The researchers hypothesized
that students who were placed in the underdog position and endorsed an entity theory of
intelligence (intelligence is fixed) would endorse higher levels of helplessness and lower levels
of self-efficacy towards math than would those who were also in the underdog position but
endorsed an incremental theory of intelligence (intelligence is malleable). Their results
supported their hypothesis. Students endorsing an entity theory placed in an underdog position
repmied lower feelings of self-efficacy and greater feelings of helplessness than the students who
faced the same competition but had endorsed an incremental theory of intelligence. This finding
has implications for students, as helplessness and self-efficacy both impact student motivation
and learning behaviors.
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Implicit theories also impact students' responses to class placement for academic support.
Students with an entity belief system may view emollment in a remedial course as affirmation of
their lower ability (Hong, Chiu, Dweck, Lin, & Wan, 1999). Instead of increasing their effort
and availing themselves of the additional resources, these students may instead work to hide their
perceived lack of ability by disengaging or concealing their academic difficulties (Hong et al.,
1999; Marchand & Skinner, 2007). By not trying or accessing the additional resources, these
students could take a face-saving approach and not highlight what they perceive as a lack of
ability over which they had no control. As they expected to fail, not trying or concealing their
difficulties was easier for them than trying and failing. These students' academic achievement
may then fall fmiher behind that of their peers (Hong et al., 1999).
Self-theories tend to be stable over time (Robuns & Pals, 2002) but can be domain
specific (Dweck, Chiu, & Hong, 1995). However, these theories can be induced or taught. For
example, students asked to read an article supporting one view or the other adopted the
orientation presented in the atiicle (Hong et al., 1999; Niiya, Crocker, & Batimess, 2004).
Students who were asked to complete a task after being instructed that the task involved either a
fixed or a malleable ability adopted the orientation alluded to in the task instructions
(Martoccchio, 1994). Blackwell et al. (2007) found that students who learned the incremental
theory as part of their intervention exhibited positive effects several months later.
Blackwell et al. (2007) explored the relationship between adolescents' beliefs regarding
the malleability of their intelligence and their mathematics achievement. In the first study,
seventh grade inner city students were queried as to their beliefs regarding the malleability of
their intelligence. Students who did not believe their intelligence was malleable were described
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as endorsing an entity theory framework or possessing fixed mindset, whereas those students
who reported a belief that their intelligence was malleable were described as endorsing an
incremental theory framework or having a growth mindset. Those students who reported higher
beliefs in the malleability of their intelligence, that is, effort could influence their ability and
achievement, chose more adaptive learning goals (mastery goals) and outperformed the other
students in mathematics over the course of 2 years.
Jones, Wilkins, Long, and Wang (2007) looked to replicate Blackwell's study with a
different population while including interest as an additional part of the model. In this study,
ninth grade suburban students were queried regarding their view of intelligence, but in this case,
the questions were specific to math, as opposed to the Blackwell (2007) study in which the
questions regarded academics in general. The students' interest in math was also ascertained.
The results of this study were near identical to those of the Blackwell research, and this finding is
significant as the study was replicated with a different population across location, ethnicity, and
age. The additional information obtained regarding student interest in math suggested interest
could be included as another mediating variable in the model (Jones et al., 2007).
Another study sought to influence the students' beliefs regarding the malleability of their
intelligence (Jones et al., 2007). The students identified as having a fixed mindset were
instructed in a growth mindset program. During the intervention and following, teachers
reported increased behaviors related to motivation, such as seeking extra help, for these students.
These students also endorsed a growth mindset at a higher rate following the intervention.
Further, the decline in math grades exhibited by students in the control group mirrored that of
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Junior-high-school students in general. However, the students who received the intervention
teaching the growth mindset experienced a halt in this decline.
As will be discussed in the next section, the goals that students adopt in school affect
their motivation and learning behaviors, with their beliefs regarding the malleability of
intelligence influencing that selection (Blackwell et al., 2007; Dweck & Leggett, 1988).
Achievement Goal Theory
Achievement goal theory is concerned with a student's goal or reason for engaging in the
task or learning activity. Early theories proposed students' goals to focus either on achieving
competency (mastery goal) or demonstrating superiority (performance goal). Early research
identified these goals as dichotomous and theorized that students work in pursuit of one or the
other (Meece et al., 2006). Several terms in reference to goals have been used in the literature
(e.g. learning goal, mastery goal, performance goal), but as they have been demonstrated to
sufficiently overlap so as to be near identical constructs, the terms mastery goal and performance
goal will be used to describe the different goal orientations for the purposes of this discussion

(Ames & Archer, 1988). More recently, social goals have been identified as a third goal
orientation for students. Social goals focus on the interpersonal reasons for engaging in
achievement-oriented activities (Dowson & Mcinerney, 2001, 2003; Urdan & Maehr, 1995).
A mastery goal orientation reflects a focus on learning and skill development. The
learning takes place for the sake of the learning and success is measured in terms of selfimprovement and the inherent satisfaction in the task itself. In contrast, a performance goal
orientation reflects a focus on demonstrating a superior performance, as compared to the
performances of others, and success on the task is judged that way. The learning or task
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completion does not take place for the inherent value of the task but for the success it provides
relative to the success of others (Ames & Archer; 1988; Elliott & Dweck, 1988; Meece et al.,
2006).
Achievement goal theory also distinguishes between an approach and an avoidance goal
orientation (Barker, Dowson, & Mcinerney, 2002; Elliott & Harackiewicz, 1996). An approach
orientation gears a student towards a task with the focus on what can be achieved by engaging in
the task. An avoidance approach drives the student away from the task with the goal of
avoiding any negative outcomes that may arise from engaging in the task. Mastery,
performance, and social goals exist on the approach-avoidance axes. For example, a masteryavoidance goal represents the need to not fail at achieving mastery, a performance-avoidance
goal indicates the student's goal is to avoid the appearance of being inferior with regards to the
given task, and a social-avoidance goal represents the students' desire to avoid disapproval or
alienation from peers, teachers or parents (Barker et al., 2002; Dowson & Mcinerney, 2003;
Elliott & Harackiewicz, 1996).
Early research suggested that a mastery goal orientation was preferred over a
performance goal orientation as it encourages a more adaptive approach to learning (Ames &
Archer, 1988). Subsequent research, however, found that these goals often work in concert with
one another to promote optimal motivation (Barron & Harackiewicz, 2001; Pintrich, 2000)
suggesting students can pursue multiple goals (Harackiewicz, Barron, Pintrich, Elliot, & Thrash,
2002).
Qualitative research by Dowson and Mcinerney (2003) further supported the multiplegoal theory. In their research, middle-school students were interviewed and observed and were
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found to espouse eight distinct motivational goals for academic achievement. Three of these
were academic goals and five were social goals. Urdan and Maehr (1995) proposed that
achievement goals qualify as academic if their purpose is academic in nature whereas goals can
be considered social if their purpose is related to social considerations.
Dawson and Mcinerney (2003) proposed that the middle school students held mastery,
performance and work-avoidance academic goals, and social-affiliation, social-approval, socialresponsibility, social-status and social-concern goals. Students endorsed these goals in multiple
ways, and while not all combinations of goals were found in this sample, there were no
indications that students could not attend to all of these goals at any given time in any
combination.
The goals were also found to compensate for, converge and conflict with other goals.
Compensating goals helped to minimize the negative impact of another goal. For example,
students reported studying hard even if they did not like to because they wanted to get a goodpaying job. In this case, a social-status goal (good-paying job) compensated for a less developed
mastery goal (not wanting to study). In their research, Dawson and Mcinerney (2003) also
found goals to converge and support motivation. For example, students reported trying their best
when they wanted to be near the top of their class and when they also tried to understand the
teacher's instruction. The performance goal (reaching top of the class) and mastery goal
(understanding the instruction) worked together to encourage the students' motivation to achieve.
Students also reported feeling conflicted in their motivational goals. For example, students
reported liking to do well in school but experiencing some negative push-back from peers, and
thus they reported not feeling sure about whether to work hard or not. In this case, the students'
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desire to do well (mastery goal) was in conflict with their desire to be respected by their peers
(social affiliation).
Achievement goal theory is more complex than the original performance/mastery goal
dichotomy suggests. Students balance both academic and social goals daily, and these can work
together to enhance motivation. Given this understanding, interventions aimed at encouraging a
mastery orientation without examining other motivational goals may be missing opportunities to
increase student engagement and, ultimately, their achievement (Dowson & Mcinerney, 2003).
Given the empirical support for achievement goal theory and its relationship to motivation
and achievement, subsequent research endeavored to examine the relationships between
achievement goal themy and other motivational constructs to ascertain why students adopt
adaptive or maladaptive achievement goals. This research will be discussed in subsequent
sections. However, achievement goal theory is one approach for delineating the purpose of
student behavior. Self-determination themy is another.

Self-Determination Theory (SDT)
SDT is based on the assumption that people are inherently driven to learn and grow to
satisfy their inner drives and needs and focuses on the environmental factors that support or
discourage that growth (Ryan & Deci, 2009). According to SDT, three needs underlies
motivation: the needs for competence, relatedness and autonomy (Ryan & Deci, 2000b). The
need for competence is conceptually similar to a need for feelings of self-efficacy. People need
to feel competent and able to accomplish the tasks or meet the challenges presented them.
According to SDT, students desire competence and will persist on tasks if they believe
competence is achievable. The need for relatedness speaks to the roles teachers and peers play in
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student motivation. Feeling connected to others provides an important ingredient for learning and
growth to flourish. Finally, students need to feel as if they have some control over the activities
they engage in and how they complete tasks. SDT proposes that this feeling of autonomy is an
essential component of intrinsic motivation. These needs are not independent of one another but
work interactively and the ways in which these needs are satisfied (or not) in the environment
will drive students' motivational behaviors in a variety of ways. As children are inherently
motivated towards learning, growing, and discovering, it is not the initiation of motivation that is
of interest, but what is required to sustain motivation through the inevitable demands placed on
children as they become students. SDT explores both the nature of positive developmental
tendencies along with the social contexts that support and retard their growth (Ryan & Deci,
2000).
School plays a significant role in defining the social contexts of students and within this
context relationships are formed. SDT proposes that students desire relatedness, and through
these relationships, positive motivational behaviors will arise. One way in which students'
motivation can be judged is by examining their responses to academic challenge. Research from
an implicit-theory perspective suggests help-seeking behaviors come from a belief that
intelligence is malleable and effort is related to improved performance (Blackwell et al., 2007).
Marchand and Skinner (2007) examined student responses to academic challenge through an
SDT lens and proposed that students' feelings of competency and sense of relatedness can
promote help-seeking behaviors in school. This research on children in grades 3 through 6
indeed found that feelings of incompetency promoted concealing behaviors (non-help-seeking)
and feelings of relatedness were the primary predictor of help-seeking behaviors. Earlier
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research on the same age group found that relatedness significantly predicted increased
classroom engagement for all students, and while girls reported overall higher levels of
relatedness, boys' relatedness to teachers was a particularly salient predictor of engagement
(Furrer & Skinner, 2003).
Close and Solberg (2008) found that relatedness is also correlated to students reporting
higher levels of autonomy. In their study on ilmer-city Latino students, students who reported
feeling connected to teachers also reported more autonomous motivation for attending school
and higher levels of self-efficacy for academics in general. These students also reported lower
levels of physical and psychological distress. Student achievement combined with lower levels
of stress predicted students remaining in school and not dropping out (Close & Solberg, 2008).
In addition, students who perceived teachers as supporting their autonomy also repmied lower
intentions to drop out (Alivernini & Lucidi, 2011). These students also endorsed higher levels of
self-efficacy.
Competency beliefs are derived in part from self-efficacy and outcome expectations and
those beliefs have multiple roots (Schunk & Pajares, 2004). Feelings of autonomy and
relatedness in school as they relate to motivation, however, arise from classroom and teacher
influences (Ciani, Ferguson, Bergin, & Hilpert, 2010b; Danielson et al., 2010; Jang et al., 2010).
For high-school students, autonomy support was found to be a unique predictor of their
engagement. Students who reported higher levels of autonomy support also reported higher
levels of engagement (Jang et al., 2010). Changes in level of engagement were also predictive of
students' reports of satisfaction of their need for autonomy and this increased engagement, in
turn, predicted increased perception of autonomy support (Jang et al., 2012). These reciprocal
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relationships between engagement and autonomy suggest that students can influence their own
feelings of autonomy through engagement. However, their perception of autonomy support was
a significant in kick-stmiing that cycle (Jang, et al., 2012; Radel et al., 2010).
In secondary schools, students are often faced with performance-oriented classrooms, and
the extrinsic motivation associated with this is inconsistent with the SDT model (Nuland, Taris,
Boekaetis, & Martens, 2012). Nuland et al. (2012) tested the SDT model to determine whether
intrinsic motivation with this age group was a mediator between perceived competence,
perceived autonomy, and perceived relatedness on the one side and persistence and performance
on the other. Data were taken at two points in time. The results show that while performance
was unrelated to intrinsic motivation at both data points, persistence was positively influenced by
intrinsic motivation and perceived competence at both data points. In addition, at the first data
point, relatedness had a positive impact on intrinsic motivation but a negative impact at the
second data point. Autonomy was negatively related to intrinsic motivation at both data points.
Collecting data at two points allowed for the task to go from novel to familiar, and this change
may have influenced the relationship between the students' needs and intrinsic motivation. This
research also did not account for teacher support and the role it plays in learning and motivation
(Nuland et al., 2012). The results of this study suggest that the SDT model does not apply in all
settings and possibly less so when a task becomes familiar. Student behavior and reasons for
engaging in tasks can vary over time and be influenced by multiple factors.

Integrating the Theories
Recent research has sought to examine the ways in which the theoretical constructs
discussed above influence one another in terms of correlating and predicting outcomes.
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Motivation is multifaceted and behaviors may be best explained through a combination of selfefficacy, intrinsic motivation, attributions and achievement goals (Linnenbrook & Pintrich,
2002). The decision to engage or not engage in an activity is complex. When faced with a task,
students pose the question "Can I do it?" That is followed by the second question "Do I want to
do it?" Attribution theory, self-efficacy theory and implicit theories of intelligence all inform the
first question and expectancy-value theory, goal theory and self-determination theory inform the
second. Achievement goal theory in particular has gained empirical support as a significant
predictor of motivational behaviors (Pintrich & Schunk, 2002).

Achievement goal theory revised. To further understand achievement goals and their
interactions with each other and other motivational constructs, researchers examined the
predictive property of different goal profiles to assess the merits of a mastery goal coupled with a
performance goal and developed studies to ascertain the relationships between other motivational
constructs (i.e. attribution, self-efficacy, outcome expectancies, and task value) and goal
selection (Elliot, 2005).
To this end, Pintrich (2000) examined the relationship between achievement goal
orientations, motivation-dependent variables (self-efficacy, task value and test anxiety), affectdependent variables (negative affect scale and positive affect scale), strategy-dependent variables
(self-handicapping and risk taking), and the use of cognitive strategies over time with a group of
adolescents in a math class. The goals of the study included (a) suppmting or refuting Ames and
Archer's (1988) assertion that a mastery goal orientation is always preferred and a performance
goal orientation predisposes maladaptive approaches to learning and (b) supporting or refuting
the revised theory (Barron & Harackiewicz, 2001; Harackiewicz et al., 2002) that a performance
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goal orientation did not always produce maladaptive approaches to learning but could prove
adaptive in some cases. The results suggest that both perspectives, goal theory (Ames & Archer,
1988) and revised goal theory (Barron & Harackiewicz, 2001; Harackiewicz et al., 2002), have
application to the development of motivation and academic achievement. The students who
adopted either a high-mastery goal orientation or a combined high-mastery goal and a highperformance goal orientation reported similar results on most of the dependent variables and in
the latter group, reported higher levels for task value. These results were the best among all the
orientations. This finding supports the contention that pursuit of mastery goals most supports
motivation and the use of positive learning strategies and that the addition of a performance goal
do not diminish student performance and may even enhance it.
Achievement goals and self-efficacy. Consistent with previous research (Bouffard et al.,
2001; Brittner & Pajares, 2006), students in the Pintrich (2000) study also demonstrated a
significant decline in self-efficacy over the time period studied. However, the students most
protected from this decline were those who reported both a high-mastery goal orientation and a
high-performance goal orientation, and this pattern was found with the other dependent variables
as well. This finding supp01is the relationship between achievement goals and self-efficacy and
further suggests that the goals students adopt can help negate the downturn in self-efficacy
beliefs found among adolescents (Anderman & Wolters, 2006). Self-efficacy has also been
found to exe1i a negative influence on performance-avoidance goals (Azar, Lavasani.
Malahmadi, & Aman, 2010).

TEACHERS AND STUDENT MOTIVATION

45

Achievement goals and task value. At the start of the Pintrich (2000) study, the

students who reported both low-mastery and low-performance goal orientations also reported to
have the lowest task values for math and these remained low. Students starting with low-mastery
goal orientations but high-performance goal orientations indicated initial higher levels of interest
and task values in math, but those declined to the same level as the students initially reporting
both low-mastery and low-performance goal orientations. This finding suggests that the highperformance goal orientation alone is not enough to sustain interest over the course of time.
Both the students reporting high-mastery goal orientations and the students reporting
high- mastery and high-performance goal orientations indicated similarly high interest and task
value to start, but over time, the students reporting a high-mastery goal orientation but not a
high-performance goal orientation declined in interest and task value to levels similar to those of
the other students who initially reported lower levels of mastery orientation. Contrary to the
dichotomous view held within achievement goal theory, that is, mastery goals and performance
goals are mutually exclusive, with mastery goals being far superior, the students reporting both
high-mastery goal and high-performance goal orientations sustained the highest levels of interest
over time. This finding supports the contention that students can pursue mastery and
performance goals simultaneously, and this combined orientation can result in adaptive learning
strategies. This study also incorporates strategy use as a method for examining the ways in
which the adaptation of goals can influence student behaviors, and this research has implications
for understanding student behaviors and motivation.
Achievement goals influence task value (Pintrich, 2000) but task value also exerts a
direct influence on the adaptation of mastery goals (Azar et al., 2010). Math students reporting
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greater task value also endorsed higher adaptation of mastery goals. In this study, self-efficacy
also supported the adaptation of mastery goals and was found to positively correlate with task
value (Azar et al., 201 0).
Achievement goals and attribution theory. Both achievement goal theory and

attribution theory view motivational behaviors as influenced by social interactions and cognitive
interpretations. Despite these similarities, each focuses on different attitudes, beliefs, and
perceptions with regard to motivational behaviors (Wigfield & Cambria, 2010). Achievement
goal theory focuses on the reasons why a student engages in tasks and the values they hold
(Anderman & Wolters, 2006). Attribution theory stresses the students' beliefs regarding their
competency and the control they hold over the outcome (Wigfield & Cambria, 2010).
Wolters and Fan (2013) looked to forge a stronger theoretical and empirical link between
attribution themy and achievement goal theory by determining whether a high school student's
goal orientation could predict his or her attributions. They also examined self-efficacy and its
impact on the student's attributions. Students who endorsed higher levels of self-efficacy were
more likely to attribute success to ability and reject low-ability attribution as an explanation for
failure (Wolters & Fan, 2013). However, achievement goals were not found to contribute in a
systematic way to student attributions, although some noteworthy relationships were found.
Students who indicated a mastery goal orientation attributed success to their teacher but did not
tend to attribute failure to their own lack of ability. Similarly, students who endorsed a
performance-avoidant goal orientation also tended to attribute their success to teacher
effectiveness. However, no significant pattern was seen for these students' attributions for
failure. A performance-oriented approach by students was a positive predictor for attributing
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success to their own abilities and failure to environmental causes such as inattention or the
negative behavior of peers (Wolters & Fan 2013).
Achievement goals and SDT. Research has demonstrated the value of students adopting

a mastery goal or a combined mastery goal and performance goal. As students do not all share
the same goal orientation, a classroom supporting both structures can encourage student
motivation (Elliot, 1999; Gehilbach & Roeser, 2002). However, when students who pursue a
mastery goal are faced with a classroom focused on performance goals, perceived autonomy
support in the classroom can support students towards their mastery goals (Ciani, Middleton,
Summers, & Sheldon, 2010a).
Goal orienting language and motivation. Language and the way in which tasks are

introduced have the potential to influence how a task is perceived and the goal orientation a
student adopts in relation to that task (Dweck & Leggett, 1988). Elliott and Harackiewicz (1996)
hypothesized that they could predict a student's intrinsic motivation towards a task by
manipulating his or her performance goal orientation (orient the student to approach success or
avoid failure) through the language used to instruct the task. For the purposes of this study,
intrinsic motivation was defined as time spent on puzzles during free time, the students' selfreport of enjoyment, and task engagement.
In the study, the students were read instructions prior to embarking on a puzzle task. The
instructions were designed to orient the students to performance-approach goals (success),
performance-avoidance goals (avoid failure), mastery goals, or no orientation (neutral). This
orientation was accomplished by reading slightly altered directions to each group of students.
Students were told one of the following: (a) Students from their school had previously done
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well solving these puzzles. Some students even stood out as puzzle solvers, and this activity was
an opportunity to demonstrate that they were also good puzzle solvers (performance-approach
directions). (b) Students from their school were generally similar in puzzle solving but some
students stood out as poor puzzle solvers, and this activity was an opportunity to demonstrate
that they were not poor puzzle solvers (performance-avoidance directions). (c) The purpose of
this study was to collect data on students' reactions to the puzzles (mastery directions). The
results of the study demonstrated that instructions 2 orienting the student to performanceavoidance goals (avoid failure) resulted in lower intrinsic motivation to complete the puzzle task.
While these students were as successful as the other groups in terms of their actual performance
on the task, their experience in striving to avoid failure colored their experiences and, as a group,
indicated lowered intrinsic motivation towards the task.
Elliott and Harackiewicz (1996) conducted a second experiment using the same puzzles
but in this case, the instructions read to both performance groups (approach success or avoid
failure groups) stated that the students' performances on the puzzles would show their level of
puzzle-solving ability. However, the additional instructions informing the students that ifthey
solved fewer puzzles than the majority, they indeed possessed poor puzzle-solving ability were
read to the performance-avoidance group only. The results were similar to those of the first
experiment. That is, the group read the performance-avoidance directions indicated lowered
intrinsic motivation toward the task (Elliott & Harackiewicz, 1996)
Based on this prior research, Elliott and Dweck (1988) created an experimental condition
whereby students were asked to complete tasks with the researchers having manipulated the
students' mastery and performance goal orientations and perceived ability (low vs. high) through
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the students' initiation to the task. The purpose ofthe study was to determine if a student's
approach to the task and response to negative feedback varied based on the four different task
conditions. The researchers hypothesized that the performance goal orientations would make the
low-perceived-ability students more vulnerable to the "helpless" responses documented in the
previous research. These students would be more likely to attribute their poor performance to
lack of ability and would thus generate helpless responses. This hypothesis was confirmed. The
students in this group did not persevere when compared to the other groups and attributed their
errors to lack of ability. However, the students who indicated a high self-perception of ability
along with a performance goal orientation adopted a mastery orientation when faced with
challenging tasks. Stipek and Kowalski (1989) had similar findings in their study. Fifth- and
sixth-grade students identified as exhibiting low effort in class used more effective strategies
when they were given instructions that oriented their concerns away from their performance and
allowed them to focus their attention just on the task.
As stated earlier, motivational research has grown from solely an examination of
students' personal characteristics to an examination of those characteristics along with their
environmental influences. Since student motivation is subject to those contextual influences,
developing an understanding of students' motivational experiences is incomplete without an
examination of those influences. This examination necessitates an understanding ofthe
classroom structures and the teachers who develop and support them. Therefore, an examination
of classroom structures, teacher beliefs, perceptions, and practices along with students'
perceptions of these factors is necessary to understand what is happening within the schools to
motivate students.
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Motivation in the classroom: The Role of Teachers and Students
The classroom is a social mileu, and as such, the students, teachers and classroom climate
are affected by their reciprocal influences. Research has consistently shown classroom
environment to play a significant role in student motivation (Greene et al. 2004; Hardre et al.
2007; Hardre & Sullivan, 2008). Teacher support in the classroom has also been borne out as an
influence on student motivation (Hardre & Sullivan, 2009; Nelson & DeBacker, 2008). Students
who report their teachers as supportive also rep01i higher interest in learning (Fraser & Fisher,
1982), greater effort and attention in the classroom (Wentzel, 1998), and increased used of selfregulated learning strategies and fewer disruptive behaviors (Ryan & Patrick, 2001). In addition
to supportiveness, teachers' interpersonal style also influence student motivation (Anderman &
Wolters, 2006). Teachers convey their goal structure orientation (performance or mastery)
through their instructional practices and interactions with students, and these teacher goals
influence student goals (Anderman & Wolters, 2006). Classroom climate is influenced by these
goal structures as well (Patrick, Ryan, & Kaplan, 2011). Teachers' perceptions and beliefs
influence their classroom practice and the effort they extend to promote motivation (Linnenbrink
& Pintrich, 2002).

Teacher beliefs, perceptions and practices. Beliefs are "psychologically held
understandings, premises, and propositions about the world that are felt to be true" (Richardson,
1996, p. 103). Individuals view beliefs as important and meaningful and will act upon these
beliefs even if they are not internally consistent (Murphy & Mason, 2006). Educators are no
different in that their belief systems will influence their decisions and their interaction with
students. For example, students who were judged by their teachers as more intrinsically
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motivated to read were more likely to be recommended for advanced placement classes over
similar students judged to possess more average motivation towards reading (Barber & TorneyPurta, 2008).
Perceptions represent the understandings derived when interpreting a situation through
the application of thoughts and cognitions. Beliefs factor into perceptions, as they are part of the
cognition employed in creating the understanding. However, perceptions reflect the situation or
event they are applied to and, therefore, are less stable than beliefs. Although beliefs and
perceptions are defined differently, research often blurs the two as data taken to represent a
"snapshot in time" and may reflect beliefs, perceptions or a combination of both. As a result,
these te1ms are often used interchangeably in the literature.
Behaviors are the visible acts that result from beliefs and perceptions. There are many
"teacher behaviors," but for the purposes of this research, the focus will remain on acts that could
influence motivation or be the result of teacher beliefs or perceptions regarding students'
motivations. For example, a teacher behavior related to motivation could be the method used to
motivate the student, feedback to a student following success or failure or a placement
recommendation. Behaviors are the outward actions but they are derived from teacher beliefs and
perceptions.
The development of teacher beliefs and practices. In their research with pre-service
teachers, Alderman and Beyeler (2008) asked teachers in training (pre-service teachers) to
develop motivational toolboxes for themselves personally and for their classroom practice. This
study revealed the teachers to have an understanding of motivational constructs, and the tools
they chose suggested an orientation towards a social cognitive perspective of motivation (e.g.,
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self-efficacy, attribution and goal setting). This understanding is in contrast to earlier findings by
Newby (1991) in which teachers endorsed more extrinsic motivational tools (Alderman &
Beyeler, 2008).
An imp01iant finding in this study was the teachers' emphasis on student beliefs
regarding their effort and ability and the influence these beliefs had on academic engagement.
This is in keeping with the self-theory model of motivation as posited by Dweck and her
colleagues (Dweck & Master, 2009). In addition, attribution was revealed to be the most
frequently endorsed framework for understanding student motivation. The teachers indicated
that understanding their students' attributions and beliefs would allow them to identify strategies
to better support them in their learning and to combat negative approaches, such as learned
helplessness. The teachers also identified sense of belonging or membership in the classroom
community as an important tool to use for motivating students. This finding is consistent with
research on relatedness and its role in the development of motivation and related constructs
(Ryan & Deci, 2009).
One limitation of the Ryan and Deci study (2009) is that only seven pre service teachers
volunteered to have their toolboxes used for the study, although more than seven preservice
teachers actually completed the assignment. The preservice teachers who chose not to
participate may have provided vastly different motivational beliefs. In addition, the beliefs
endorsed in the study may not reflect what these preservice teachers would do once in the
classroom.
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Teachers bring prior experiences and beliefs regarding motivation to their teacher
training and the classroom teaching that follows (Mansfield & Volet, 201 0). In their study on
pre service teachers development of motivational beliefs, Mansfield and Volet (20 10) found past
experiences and current understandings to be strong influences on teacher development of
motivational beliefs. Teachers who identified strong beliefs regarding what motivates students
were less receptive to learning and developing new understandings. In contrast, teachers who
held loose beliefs regarding motivation were more open to adopting new understandings.
Furthermore, teachers incorporated self-motivating factors in developing motivational strategies.
Teachers who had strong prior beliefs tended to refer to their own self-motivating preferences
when developing motivational practices for the classroom. In addition, teachers who had
negative experiences regarding motivation, such as punitive or nonpreferential methods, made
not replicating those experiences for their students a priority (Mansfeld & Volet, 201 0).
From a self-determination theory perspective, teachers exhibit motivating styles along the
autonomy supportive versus controlling continuum. The question becomes "how do these styles
develop?" Reeve et al. (2014) endeavored to answer this question through querying teachers
teaching in eight different nations. In their study, they proposed four influences on teacher
adaptation of motivational style. They suggested teachers adopt one or the other based on (a)
their belief regarding the effectiveness of one style over the other, (b) their belief in the ease of
implementation of one over the other, (c) the nmmative expectations oftheir teaching
environment, and (d) cultural influences. Results of the study supported all ofthese beliefs as
influential on teachers' motivating style. In general, teacher beliefs substantially predicted
motivating style. Belief in the effectiveness ofthe style had a high effect size, and ease of
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implementation and normalcy in environment had a moderate effect size. Cultural influences
were more complex. Teachers in collectivist nations endorsed a more controlling style than did
teachers in more individualistic nations (Reeve et al., 2014).
Teacher beliefs and the malleability of motivation. Implicit the01y proposes one may
hold either an entity view of intelligence or an incremental view. An entity view suggests
intelligence is fixed and relatively unchangeable while an incremental view proposes intelligence
to be changeable and amenable to influence (Dweck & Master, 2009).
Accordingly, teachers' implicit theories of student ability may influence their interaction
with students and their interpretation of students' competence. According to Butler (2000),
teachers who endorsed an entity view of intelligence (fixed) were more likely to make judgments
regarding students' abilities based on initial task outcomes. In contrast, teachers who held an
incremental view (changeable) were more likely to reserve judgment regarding students' abilities
until the final outcomes of several tasks (Butler, 2000). In addition to holding an entity or
incremental view of intelligence, teachers also hold beliefs regarding the malleability of
motivation. This view is important, as people will generally invest effort when they believe
there will be a successful outcome (Reeve, 1996). Similarly, teachers are more likely to invest in
motivating students if they believe their efforts will be fruitful.
According to Hardre and Hennessey (2013) and their research with rural schools,
teachers were found to endorse strong beliefs in the malleability of student motivation. This
study queried 13 teachers via questionnaires and interviews. All but two of the teachers
endorsed strong beliefs in the malleability of motivation. These teachers reported motivation to
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be an important part of education and achievement. The remaining two did not view motivation
as a factor in learning. However, these teachers also endorsed feeling helpless to intervene.
The teacher reports on their beliefs regarding the transience of motivation were mixed.
This finding is significant as teachers who endorsed stronger beliefs in the transience of
motivation, meaning they believed motivational difficulties to be passing phases likely to right
themselves on their own, were less likely to intervene and implement motivational strategies
with students. In contrast, teachers who did not endorse this belief were more likely to put fotih
effort in motivating these students (Hardre & Hennessey, 2013).
Teacher beliefs and student motivation. Learning to read is an important activity in
school. Teachers have different beliefs as to student motivation and its relationship to reading
success. Quirk et al. (20 10) found teachers endorsed intrinsic motivation towards reading as
preferable to extrinsic motivation. Teachers who endorsed more intrinsic approaches to
motivating their students also indicated a higher level of self-efficacy to instruct and engage
students in general (Quirk et al., 2010). Teachers who thought particular students were good
readers also made positive assumptions regarding those students' preparedness for class (Bozack,
2011).
Teacher perceptions and student motivation. Teachers also vary in their perceptions
regarding specific aspects of student motivation. Martin (2006) sought to determine which
adapting, impeding and maladaptive motivational beliefs and orientations teachers attributed to
their students.

In terms of the adaptive dimensions, they found teachers to perceive their

students as highest in self-efficacy followed by valuing school, possessing a mastery orientation,
and persistent. They perceived their students lowest in planning and studying. Regarding the
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impeding and maladaptive dimensions, the teachers endorsed anxiety, failure avoidance and selfhandicapping as traits exhibited by their students.
More recently, Hardre and Hennessey (2013) found teachers view their students as
motivated but low in interest. These teachers also reported higher learning goals among their
students, variability was also significant across the goals they perceived the students adopting.
Teacher perceptions of student motivation do not strongly relate to their choice of
motivational strategies except when teachers perceive their students as not amenable to influence
(Hardre & Sullivan, 2008). Instead, belief as to the etiology of the students' motivational
difficulties was more influential in their choice and application of motivational strategies (Hardre
& Sullivan, 2008).

In terms of having influence over student motivation, Hardre and Sullivan (2008) also
found that these teachers viewed the students as more in control of their motivational success or
failure and themselves as having less influence. They perceived student motivation to be highest
when the students cared about learning and about one another. However, they did not indicate
that creating supportive climates and utilizing an autonomy-supportive style promote student
motivation. Of significance is the finding indicating that these teachers perceive themselves as
having less influence on student motivation than the students themselves. This finding is in direct
contrast to the research that suggests environment and interpersonal style efforts do make a
significant difference in student motivational behaviors (Anderman & Wolters, 2006; Ryan &
Deci, 2002).
In general, when compared to female teachers male teachers perceived students to be
more motivated and elementary-school teachers endorsed higher motivation for their students
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than endorsed by high-school teachers (Martin, 2006). Further, teacher age and experience did
not predict motivational strategy use or self-efficacy for motivating students (Hardre & Sullivan,
2008).

Teacher beliefs on the causes of student motivation. Teachers develop not only beliefs
and perceptions regarding the motivation of their students, but also beliefs as to the causes of
motivational behaviors. According to Hardre and Sullivan (2008), teachers most frequently
attributed student motivation to internal causes, specifically the students' view of the relevance
and value of the topic and how it related to their future aspirations. After internal causes,
teachers attributed student motivation to home problems and parenting followed by students'
personal choice and laziness. Peer pressure was also thought to be a factor but less so. Aside
from the value and relevance of the topic, the teachers attributed causes of motivation to aspects
not within their control (Hardre & Sullivan, 2008).

Teacher judgments and student motivation. Teachers also fmm judgments regarding
their students' achievement and motivation (Hardre & Hennesssey, 2013), and these judgments
have a marked impact on students' learning and educational trajectories (Ready & Wright,
2011). Teachers are generally accurate in assessing student achievement (Kaiser et al., 2013;
Sudkamp, Kaiser, & Moller, 2012). However, they are less successful in judging student
motivation (Dicke et al., 2012; Kaiser et al., 2013). In their current research, Dicke et al. (2012)
found that German high-school teachers were able to accurately judge student motivation for
mastery and performance-approach goals but not for performance-avoidance goals. In addition,
teachers who perceived students endorsing effort-based explanations for their achievement
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outcomes displayed more positive judgments toward those students (Matteucci, Tomasetto,
Selleri, & Carugati, 2008).
Student achievement influences teacher judgment of student motivation (Kaiser et al.,
2013), and student verbal engagement contributes to teacher interactions in the classroom (Jurik,
Groschner, & Seidel, 2013). Teachers interact and engage with high-performing students more
frequently than with low-performing students, but when teacher interactions were adjusted to be
more equitable, student achievement improved for the lower-performing students (Einsiedler &
Treinies, 1997).

Teacher interventions and student motivation. There is no complete agreement as to the
one and only best way to instruct children in schools (Stipek, 2002). However, examination of
guidelines for math, science, and reading have all endorsed indirect methods of instruction aimed
at increasing motivation (Stipek, 2002).
To learn, students need both the will to want to engage and learn and the skill to know
how best to expend their energies on tasks (Linnenbrink & Pintrich, 2002). Martin (2006)
investigated the effects of a multidimensional intervention for high school students to increase
classroom engagement and motivation. This intervention was designed to increase both skill and
will through influencing both cognitions and behaviors. Martin illustrated the relationship
between adaptive cognitions (valuing, mastery orientation), adaptive behaviors (persistence,
planning, task management), maladaptive behaviors (disengagement, self-handicapping) and
impeding/maladaptive cognitions (anxiety, failure avoidance, uncertain control) through a wheel
whereby a decline in adaptive cognitions and/or behavior areas moves the student around the
wheel towards the more maladaptive behaviors and visa versa. He further proposed that
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interventions may take place at the individual, class or school level and should be based on
degree of variability among students at each level. In the study, the intervention was
implemented at the individual student level. The intervention sought to instruct the students on a
"Prepare-Generate-Reflect-Closure" procedure. These skills were taught across 13 modules.
The students participating in the intervention improved over those in the control group in their
task management and their persistence on tasks. Further, they reported reduced anxiety and
decreased feelings of uncertain control. They also exhibited a decrease in failure avoidance
behaviors.
Combining motivational support and instructional strategies improves both motivation
and achievement. The Concept-Oriented Reading Instruction (CORI) is such a program (Guthrie
et al., 2004). Students taught using this framework exhibited increased motivation and improved
reading comprehension and standardized test scores as compared to the control group (Guthrie et
al., 2004). Teaching students self-regulation strategies also improves engagement and academic
achievement for reading (Mason, Meadan, Hedin, & Cramer, 2012). In their study, Mason et al.
(2012) reported that fourth graders taught self-regulation strategies for reading comprehension
and writing increased their self-efficacy for these tasks. In addition, situational interest increased
for these students and persisted over time. These students also indicated they valued the
strategies they had learned to enhance their performance on these tasks.
Part of a student's daily experience in school involves teacher feedback. As previously
mentioned, teachers who demonstrate respect for students and their learning through constructive
responses create environments more conducive to mastery goal orientations (Schweinle, Meyer,
& Turner, 2006). Students who received more praise for their work reported higher
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self-assessments of their abilities than did students who received less praise (Pintrich &
Blumenfeld, 1985). However, both teacher praise and teacher criticism were found to have a
positive correlation with middle-school student's self-concept regarding their math ability.
Researchers proposed that in these cases, the criticism was interpreted such that the high
expectations were owing to perceived high ability (Parsons, Kaczala, & Meece, 1982). Clearly,
findings regarding praise and its influence on students' self-concept have been inconsistent.
Ample research supports the idea that teacher instructional practices can enhance
motivation. However, whether or not these instructional practices take place depend in part on
teachers' skills, their perceptions of the students, and self-efficacy for motivating students.

Teachers' self-efficacy for motivating students. Teachers reported feeling more able to
identifY motivational difficulties than to actually intervene (Hardre & Hennessey, 2013). In their
study of rural teachers, Hardre and Hennessey (2013) report teachers rely on observations of
students' behaviors and classroom pmiicipation, such as time on task; attention, engagement and
effmi; participation and degree of involvement in group work; verbalizations and emotionality;
and overall performance in making determinations on motivation. Despite these observations,
they did not report being confident in accurately identifYing the reasons for students' lack of
motivation (Hardre & Hennessey, 2013). In a previous study, Hardre and Sullivan (2008) found
teacher efficacy for diagnosing motivational problems predicted the use of strategies more so
than did self-efficacy for motivating students in general (Hardre & Sullivan, 2008). This finding
suggests that identifying motivational difficulties is an important first step but teachers need
support in learning ways to intervene.
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Student perceptions and classroom practices. Students' perceptions ofteacher support
have a considerable impact on motivation. Adolescence can be for many students the
continuation of positive learning experiences based on growing self-regulation, identity
exploration, and increased self-reflectiveness. For others, however, disengagement, increased
negative experiences, and poor academic outcomes can ensue (Goodenow, 1993).

Student perception of teacher support. Students' reported feelings of belonging in the
classroom were highly related to their expectancies and values. Further, teacher support
accounted for more than one third of the students' reports of their interest, value and importance
attributed to academic tasks (Goodenow, 1993). Early adolescents may glean much oftheir
motivation towards academic tasks from the suppoti they perceive from teachers and others in
the school environment (Goodenow, 1993). Wentzel (1997) also found that perceptions of
teacher caring were positively related to academic efforts. Furrer and Skinner (2003) reported
similar findings in their study with third through sixth graders. Students' feelings of relatedness
were a unique contributor to their engagement. Consistent with previous research on
adolescence and the transition to middle school, students reported decreased relatedness to
teachers. However, relatedness was still a more salient predictor of engagement for the older
students (Skinner & Furrer, 2003)
People may complete a task that is uninteresting to them because someone important to
them values it. For students in schools, this person is often their teacher (Ryan & Deci, 2000).
Research has shown a strong correlation between perceived teacher support and perceived
student autonomy and these perceptions were found to influence academic initiative (Danielsen
et al., 2010).
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As previously discussed, students do support multiple goals. However, few studies have
examined teachers' personal goals in teaching. Butler (2012) proposed to extend her Butler
(2007) model to examine the interpersonal aspects of teaching. The results of her study show
that teachers have relational goals, meaning they report relating and supporting students as an
important aspect of their teaching. Further, teachers' endorsements of relational goals predicted
students' perceptions of social suppmi and mastery-oriented instruction (Butler, 2012). This
finding is significant as both of these perceptions are connected with increased student
motivation, and this research further supports the role of teacher and classroom goals as
predictors of student motivation.

Classroom climate. Patrick, Ryan, and Kaplan (2007) devised a model to determine if
mastery goals, academic efficacy, and social efficacy with peers mediated the relationship
between specific classroom climate constructs (teacher emotional support, promoting interacting,
promoting mutual respect, and student academic suppmi) and self-regulation strategies and taskrelated behaviors. The results support the growing research that classroom climate has
significant influence over student engagement. The students' mastery goal orientation, and
academic and social efficacy fully or patiially mediated the relationship between the classroom
climate variables and the students' use of self-regulation strategies and task-related interactions
(Patrick et al., 2007). A maste1y goal structure within the classroom also had significant positive
effects on school relationships while a performance goal structure demonstrated no or negating
effects (Polychroni, Hatzichristou & Sideridis, 2012).

Classroom practices. Achievement goal theory, as previously discussed, argues that
students' behaviors are consistent with the goals they pursue (mastery, performance or both).
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The goals they choose influence their degree of engagement and the quality of their effort (Ames
& Archer, 1988). In classrooms that are task focused, as opposed to ability focused, and success

in which is measured in terms of individual gains rather than comparative judgments, students
have demonstrated that they are much more likely to pursue mastery goals (Schunk & Schwartz,
1993). Students were also reported to show more self-efficacy in those cases (Greene et al.,
2004). Research also supports the assertion that the relationship between classroom climate and
a student's selection of achievement goals is partially mediated by the student's perceptions of
his or her own ability to do the task (self-efficacy) and their perception of the task's value
(instrumentality; Hardre et al., 2007).
Hardre et al. (2007) developed a theoretical model proposing that student achievement
goal orientation was influence by classroom climate, perceived ability, and perceived
instrumentality. These achievement goals, in turn, influenced school engagement and effort.
The students' queried were in high-school, and they were asked to keep any one class in mind
while responding. This approach differed from previous research where specific classes, namely
math and science, were the focus. The model endeavored to use climate, perceived ability and
perceived instrumentality as predictors for motivation (goal selection and school engagement and
effort). The results support the hypothesized model and all influences were found to be
statistically significant. Classroom climate accounted for 45% of the total variance in goal
selection.
The belief that formative and nontraditional assessment would be an appropriate choice
to promote mastery goals and increase motivation seemed logical (Yin, Shavelson, Ayala,
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Ruiz-Primo, Brandon & Furtak, 2008). However, a number of studies examining this hypothesis
revealed more complex relationships.
Stefanou & Parkes (2003) examined fifth grade science students' approaches to three
different assessment types. Quantitative data revealed that both of the more traditional
assessments supported a mastery goal orientation over a lab assessment. The students
overwhelmingly repmied their preference for the teacher-prepared, traditional, paper-and-pencilstyle test. An examination of the qualitative data, however, clearly showed that students chose
the paper-and-pencil test because they were more familiar with it and knew how to prepare for it.
This finding suggests that despite reporting a mastery goal orientation, the students' behavior
was more consistent with a performance-avoidance goal orientation (fear of failure). The
students' preference for what was familiar is consistent with Bandura's social cognitive theory in
which self-efficacy is tied to previous performances. Increased self-efficacy sunounding a type
of assessment may lead to the adoption of mastery- and/or performance-approach goals (Schunk,
1996). An interactive effect could exist between type of assessment the teacher uses, students'
feelings of self-efficacy, and goal selection (Alkharush, 2008). Further, a more valid assessment
of the relationship between goal orientation and assessment type would need to account for
students' feeling of self-efficacy regarding the new assessment style. Results of the study also
suggested that the consequence associated with the assessment could factor into goal selection.
The students might have pursued a different goal if they had not perceived an academic penalty
for poor performance (Stefanou & Parkes, 2003).
This performance-avoidance goal orientation was also found in a study with ninth-grade
students and their teachers regarding assessment style and classroom environment. Alkharush
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(2008) found students reported a positive relationship between self-efficacy and performanceavoidance goals. This finding was unexpected. As traditional assessments are associated with
extrinsic motivation (Shepard, 2008), they might suggest that academic effort should be made to
avoid appearing incompetent to peers. Thus, students may be adopting performance -avoidance
goals. This study suggests that teachers be cognizant of the vulnerability students with higher
levels of self-efficacy may have to the negative consequences of adopting a performanceavoidance goal orientation when traditional assessments are more prevalent. These students may
experience diminished intrinsic motivation (Alkharush, 2008).
Assessments should be informative not only to the student but also to the teacher. Yin et
al. (2008) found in their research that embedded formative assessments in a middle-school
science class did not impact the students' achievement or motivation. However, an analysis of
the classroom environments suggested that higher achieving students were in classrooms with
good classroom management, and successful teaching strategies, and the formative assessments
were implemented successfully. This group used the formative assessment practices in the
classroom, and this practice may have made the difference for these students (Yin et al., 2008).
Summary

Many theories exist as to the etiology of student motivation. Early research focused on
personal traits and characteristics but more recent research has concentrated on the role of the
environment and social influences. The aim of this literature review has been to discuss the
research examining student motivation in the context of schools and the role teachers and schools
play in enhancing or diminishing that motivation.
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Addressing student motivation requires not only an understanding of the students'
perceptions and beliefs regarding themselves and their environment but also recognition of the
interplay between these beliefs and environmental influences. Attribution theory proposes that
the ways in which students attribute their successes or failures play a role in their motivation.
Teachers also attribute student success or failure to cause, and these judgments influence their
interactions with students. Attribution theory has identified three dimensions along which
attributions may lie: locus of control, (whether the cause is internal or external to the individual),
stability, (whether the reason is enduring or likely to change over time), and controllability,
(whether the reason is amenable to change through volitional actions). Students who attribute
reasons for success or failure to internal, unstable and controllable events are more likely to be
motivated to persist than are students who attribute task outcomes to external, stable and
uncontrollable events (Weiner, 1985a, 2010). Teachers play a role in this as they operate based
in part on their own attributions and further influence student attributions through their
interactions with them.
Students and teachers develop beliefs regarding their self-efficacy, which is their belief in
their ability to be successful on tasks. Self-efficacy is task specific and is formed through social
interactions and the cognitive interpretations of experiences (Bandura, 1997). Students with
higher feelings of self-efficacy for a task are more likely to engage and persist on that task.
Teachers' self-efficacy for motivating students influences their choice of strategy for motivating.
While student self-efficacy varies over time and decreases as students reach adolescence, teacher
practices and classroom climate can stem that decline (Eccles & Roesser, 2009). Teachers are
influenced by their own self-efficacy as well. Teachers exhibit self-efficacy for motivating
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students and also for identifying students in need of motivational support. Teachers report their
self-efficacy for motivating students is lower than their efficacy for identifying students lacking
in motivation (Hardre & Hennessey, 2013).
Students attribute their successes or failures to various conditions or events and develop
their self-efficacy towards tasks. As a result, students will then develop outcome expectations
for tasks. Expectancy-value theory proposes students will engage in tasks based on the expected
outcome (success or failure) and the value they attach to the task and its outcome. Student
engagement and academic achievement are linked to the student's outcome expectations and the
value placed on success (Eccles et al., 1998; Pintrich & Schrauben, 1992; Pintrich & Schunk,
1996). Social influences, such as those with teachers, play a significant role in the development
of outcome expectations (Wigfield & Tonks, 2002).
Both teachers and students develop implicit beliefs regarding the malleability of
intelligence and these views have a considerable influence on motivation and achievement
outcomes (Dweck & Leggett, 1988). Students who believe intelligence to be fixed, meaning
unchangeable through learning and effort, are more susceptible to the negative influences of
failure (Elliott & Dweck, 1988). Teachers who hold similar views are more apt to make quicker
judgments on student motivation and ability (Kaiser et al., 2013).
Students, teachers, and classrooms all adopt goals for student learning. Goals are
described as encouraging mastery of a task or subject area or being more focused on
performance (success or failure) (Ames & Archer, 1988; Pintrich & Schunk, 2002). The goals
students adopt have a significant influence on their motivation and academic achievement, and
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these goals are highly influenced by the teacher and classroom goals (Dowson & Mcinerney,
2003).
Within the classroom, students' need for autonomy, and feeling competent and related
may or may not be supported (Reeve, Bolt & Cai, 1999). According to SDT, these needs are
paramount for student motivation and success. Autonomy support by teachers is associated with
increased school attendance and feelings of self-efficacy by students (Alivernini & Lucidi,
2011). For high school students, feeling autonomy support from their teachers predicted
increased engagement (Jang et al., 2010) and feeling related has a positive correlation with
feeling autonomy suppmi (Close & Solberg, 2008).
Given the understanding of the theories behind motivation and the considerable influence
teachers have in the development of student beliefs, ascertaining teachers' beliefs, perceptions,
and practices related to these theories is impmiant. Much of the recent research in this area has
focused on teachers in rural districts (Hardre & Hennessey, 2013). Teachers report
understanding motivation as a factor in learning but vary in reported ability to intervene (Hardre
& Hennessey, 2013), and fmiher, their perceptions and practices differ across ages and grade

levels (Eccles & Roeser, 2009).
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Chapter 3: Method
Overview
This study employed a quantitative research design examining teachers' perceptions,
beliefs, and practices regarding student motivation. Teachers were asked to complete
questionnaires during the second half of the school year. The main purpose of the study was to
investigate the relationships between teacher self-reports regarding their beliefs, perceptions, and
practices regarding student motivation and the nature of any differences connected to
demographics (e.g., grade level, subject taught, experience, age, gender).

Participants
Pmiicipants were all teachers recruited from school districts in Connecticut, New York,
Louisiana, Maine, Pennsylvania, Ohio, Virginia, Wisconsin, Florida, Arkansas, Missouri, New
Hampshire, and Arizona. A total of 206 teachers of Grades Kindergmien through 12 and post
high-school transition for special education participated. The subjects taught included math,
English, reading, science, social studies, music, art, business, technology, health, English Second
Language, physical education, foreign language, special-education, and elementary-classroom
teacher. To be included in the study, the participant must have been currently teaching students
in any grade, Kindergarten through high school, at the time of survey completion. Teachers
working with special-education students receiving services through age 21 years were also
eligible. Individuals who did not meet this criterion were not eligible for participation in the
study. Please see Table 1 for a complete listing of demographic information.
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Table 1
Respondent Demographic Characteristics
Demographic

Frequency

Percentage

Male

31

15

Female

110

53.4

Not specified by respondent

65

31.6

23 to 30 years

17

12.6

31 to 40 years

45

29.6

41 to 50 years

39

32.6

51 to 60 years

23

17.1

61 to 66 years

11

8.1

Not specified by respondent

71

34.5

Kindergarten

7

4.9

First Grade

10

7.0

Second Grade

7

4.9

Third Grade

9

6.3

Fourth Grade

8

5.6

Fifth Grade

7

4.9

Gender

Age range (M= 43.14, SD = 10.70)

Grades taught

71
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Sixth Grade

9

6.3

Seventh Grade

10

7.0

Eighth Grade

9

6.3

Ninth Grade

20

14.1

lOth Grade

14

9.9

11th Grade

19

13.4

Ii11 Grade

21

8.5

1

0.7

64

31.1

Post-High-School Transition
Not reported by respondent
Grade level

141

Elementary (K-5)

48

34.0

Middle School (6-8)

27

19.1

High School (9-12)

65

46.1

1

0.7

65

31.6

Elementary classroom

34

23.9

Math

12

8.5

English

14

9.9

Social studies

13

9.2

Science

16

11.3

Post-High-School Transition
Not reported by respondent
Subject taught

72
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Special education

17

12.0

Foreign language

10

7.0

Music

3

2.1

Art

2

1.4

Physical education

4

2.8

Business

2

1.4

Health

3

2.1

STEM

2

1.4

ESL

2

1.4

Other

8

5.6

Not reported by respondent

64

31.1

Arizona

1

.7

Arkansas

1

.7

43

30.5

Florida

1

.7

Louisiana

3

2.1

Maine

9

6.4

Missouri

1

.7

New York

47

33.3

Ohio

3

2.1

State teaching

Connecticut

73
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Oregon

1

.7

Pennsylvania

24

17.0

Virginia

2

1.4

Wisconsin

5

3.5

Not reported by respondent

65

31.6

1 to 10 years

57

40.1

11 to 20 years

49

34.5

21 to 30 years

25

17.7

31 to 40 years

11

7.7

Not reported by respondent

64

31.1

119

85.0

Asian

2

1.4

Black/African American

5

3.6

Hispanic or Latino

2

1.4

Other

1

0.7

I choose not to respond

11

7.9

Not reported by respondent

66

32.0

Years total teaching experience

(M= 15.05, SD = 9.22)

Race
White/Caucasian
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One school district in Connecticut was contacted and its participation was requested via
e-mail to the superintendent of the district. Permission was obtained and connections to building
principals were established. The link to the Survey Monkey® questionnaire was e-mailed to the
building principals who forwarded the link to their teacher staff. The link to the questionnaire
was also e-mailed to publicly available e-mail addresses across Connecticut, New York,
Louisiana, Maine, Pennsylvania, Ohio, Virginia, Wisconsin, Florida, Arkansas, Missouri, New
Hampshire and Arizona. The link was also placed on social media websites.

Measures and Materials
Teachers were asked to complete three questionnaires regarding their beliefs, perceptions
and practices relating to student motivation. Two of the three questionnaires were identified in
the literature and permission to use was obtained from the author. The third questionnaire was
developed for the purposes of the study. All are described in more detail later. Teacher
demographics collected included state in which teaching, age, gender, race, years ofteaching
experience, and grades and subjects taught. The questionnaires were presented in a continuous
fashion in Survey Monkey® in the order recommended by the authors. The questions from the
third questionnaire were presented last followed by the demographic questions. The survey
consisted of74 questions in total. The teachers were allowed to exit the survey at any time or
choose to not answer specific questions, resulting in less than 100% response rate for questions.
Response rates are further described in the results section ..

Perceptions of Student Motivation
The Perceptions of Student Motivation (PSM) questionnaire, developed by Hardre,
Davis, and Sullivan (2008), was based in part on the School Engagement and Effort Scale
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(SEES), a student self-report instrument (Vallerand, Fortier, & Guay, 1997). The PSM includes
two primary scales for a total of20 items answered on a 7-point Likert scale. The Motivation
Scale contains seven items and assesses teachers' perceptions of student motivation. The
remaining 13 items load onto five reasons teachers endorse for the students' lack of motivation.
The reasons subscales are home factors, relevance, aspirations, peer factors, personal factors.
The items are answered using a 7-point Likert scale with 1 representing Not true at all, 3
More not true than true, 5 More true than not true, and 7 Very much true. The measure was
validated on both an American and East Asian samples. It has been used previously for research
in high schools and demonstrated good external convergent reliability across groups based on
age, ethnicity, nationality, and subject area (Hardre et al., 2008). This study will extend its use to
a K-12 sample. In addition, Items 1, 2, 4, and 5 were modified to remove reference to "this
class," as teachers were not asked to respond based on one particular class but to their students in
general. The complete measure has been provided as Appendix A. Specific items pertaining to
each subscale are listed at the end of Appendix A. Additional scale and subscale information is
provided in the following sections.
Motivation subscale. This scale is comprised of seven items to ascetiain teachers'

perceptions of student interest, effort and engagement. Internal and subscale consistency of this
scale using the American (US) and East Asian (EA) samples were reported as follows: effort (a
= .90 US; .91 EA), engagement (a= .83 US; .93 EA), and interest (single item measure so does

not have associated reliability coefficient). These three factors were found to load together with
high reliability (a= .90 US; .89 EA) to create the Motivation scale (Hardre et al., 2008). Sample
items in the measure include "The students in this class really like to learn," "My students
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generally pay attention and focus on what I am teaching," and "In general, my students are
genuinely interested in what they are asked to learn in my class" (Hardre et al., 2008). The items
informing each factor are summed and averaged to create a score for that subscale for that
teacher.
Reasons. The remaining 13 items from the PSM are designed to determine the reasons

teachers endorse for students exhibiting a lack of motivation. The items indicate five causes
(home factors, current relevance/value, aspirations/future utility, peer factors, personal factors
(lazy, don't care). The internal and subscale consistency of each subscale using the US and EA
samples were reported as follows: home factors (a= .73 US; .85 EA), current relevance/value (a
= .78 US; .77 EA), aspirations/future utility (a= .73 US; .75 EA); peer factors (a= .86 US; .83

EA), and personal factors (a= .77 US; .78 EA; Hardre et al., 2008). Sample items include,
"Generally, my students are unmotivated because their parents don't care about or value
education," "When my students aren't engaged in school, it's because they don't see the value of
what they are being asked to learn," "If students aren't motivated to learn in my class, it is often
because they don't have aspirations that connect to education, like plans to go on to college,"
"Generally, the students in my class who are not interested in learning are that way because of
peer pressure to devalue school," and "Some students are not motivated to learn because they are
just lazy". (Hardre et al., 2008).
The Motivating Students Questionnaire

The Motivating Students Questionnaire (MSQ) examines both teachers' self-efficacy for
motivating students and the strategies they use in the classroom (Hardre & Sullivan, 2008). The
measure examines three primary areas (efficacy for diagnosing, motivational strategies, and
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general beliefs) utilizing 11 scales for a total of32 items. These items are answered on a 7-point
Likert scale, consistent with that described for the PSM. The efficacy component contains seven
items devising two scales to assesse teachers' overall confidence for diagnosing motivational
challenges and their efficacy in intervening with students. The motivational strategies
component contains 19 items informing seven scales to assess the strategies teachers use to
motivate their students. The beliefs component contains six items informing two scales to assess
teachers' general beliefs regarding motivation. The items are answered using a 7-point Likert
Scale with 1 representing Not true at all, 3 More not true than true, 5 More true than not true,
and 7 Very much true. The complete measure has been provided as Appendix B. Specific items
pertaining to each scale are listed at the end of Appendix B. Additional scale information is
provided in the following sections.

Efficacy for diagnosing and intervening subscale. This subscale is based on the
Teacher Efficacy Scale (Tschannen-Moran et al., 1998) and is comprised of seven items across
two factors: The confidence in diagnosing motivational concerns factor and the self-efficacy for
motivating students factor. The confidence factor is comprised of three items and has reported
internal consistency (a= .75). The self-efficacy for motivating factor contains four items and
has reported internal consistency (a = .92). Sample items in the measure include "I feel
confident that I can tell when students are motivated to learn in my class" and "I feel confident
that I can motivate students in my class who are unmotivated" (Hardre & Sullivan, 2008). The
items informing each factor are summed to create a total factor score. The factor scores combine
to create the subscale.
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Motivating strategies. This component of the MSQ is comprised of 19 items indicating

strategies teachers are asked to endorse using the 7-point likert scale. Thirteen ofthe items so1i
into five clusters representing four types of strategies and one cluster to represent teacher
helplessness in influencing motivation. The strategies cluster as follows: relatedness/ emotional
supp01i (three items, a= .75); relevance/value perceptions (three items, a= .89);
aspirations/future (three items, a= .79); acknowledge peer pressure (two items, a= .75); and
can't influence (two items, a= .74). Sample items for this scale include" When students are
unmotivated, I often try to connect with them personally, use relatedness to bridge the gap," "To
promote students' motivation, I often provide information about why what we are learning is
valuable for them," "When students in my class are unmotivated, I try promoting aspirations,
like college and jobs, that connect with the ideas we are covering," "Motivating some students
requires getting them alone, away from their peers," and "With some students, I just don't waste
my time trying to motivate them." The items informing each cluster are summed and averaged
to create a total score for that construct for that teacher. The items informing each of the four
types of strategies are summed and averaged to create a Motivating Strategies Scale.
The remaining six items assess the extrinsic rewards (three items) and external
constraints (three items) motivational strategies teachers utilize. Sample items include
"Sometimes I motivate students by giving them rewards, such as extra credit points or
privileges" and "I sometimes motivate students by supervising them very closely, structuring
their time and tasks for them." The items informing each cluster are summed and averaged to
create a total score for that construct for that teacher.
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Beliefs. This component is comprised of six items assessing teacher beliefs regarding the
malleability (three items) and stability (three items) of motivation. Sample items include
"Teachers really can do a lot to influence students' motivation" and "Students' motivation
changes from day to day, and teachers just have to accept those good and bad days." The items
informing each cluster are summed and averaged to create a total score that construct for that
teacher.

Additional Measures
In order to examine the relationship between teachers' perceptions, practices, and
beliefs, a measure was developed comprised of 13 additional items to supplement the
information obtained through the PSM and MSQ. This questionnaire, Teacher Beliefs and
Practices (TBP), also uses a 7-point Like1i scale to remain consistent with the other measures.
These additional items assess teacher beliefs and practices in three additional areas: the
relevance and impmiance of student motivation to their teaching, theoretical orientation endorsed
and teacher motivational practices. The items were answered using a 7-point Likert scale with 1
representing Not true at all, 3 More not true than true, 5 More true than not true and 7 Very

much true. The items pertaining to each area are listed at the end of Appendix C. Additional
information is provided in the following sections.

Relevance/importance of motivation. To assess the importance of student motivation
to teachers, three questions were devised for the TBP to assess the importance of motivation to
teachers in regards to their lesson planning and professional development. These questions
included such items as, "I believe motivating students is an important part of my job as a
teacher" and "I would like more professional development to learn about student motivation."
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Teacher theoretical beliefs. To ascertain information regarding specific teacher beliefs

along theoretical lines, seven additional items were created for the TBP using the same 7-point
Likert scale. These items included questions such as "If a student believes they will succeed on a
task, they are much more likely to try" and "Student motivation increases significantly when
they are given more autonomy in the classroom." These items were designed to probe along the
theoretical domains of attribution theory, expectancy-value theory, implicit theory, SDT, goal
theory, and self-efficacy theory and to complement the information obtained through the PSM
and MSQ. The PSM focused on the teachers' perceptions of the overall motivation level of their
students and their perceptions ofthe cause for lack of motivation. The MSQ focused on the
strategies teacher used. The TBP allowed for the relationship between perceptions, strategies,
and beliefs to be further explored.
Teacher practices. In addition to the information provided via the MSQ, three additional
questions were added to supplement the understanding of teacher practices across more
theoretical domains. These additional questions also used a 7-point Likert scale to assess
practices aligned with SDT, self-efficacy theory, goal theory, and attribution theory. A sample
item follows: "My grading and classroom practices place more emphasis on learning and
mastery than on test performance." These questions allowed relationships between theoretical
beliefs and practices to be explored in addition to their relationship to teacher perceptions.
Procedure

The questionnaires were compiled into one Survey Monkey® questionnaire, and a link to
the questionnaire was provided to the principals of the participating schools. The principals emailed the link to the teachers in their school building. A brief introduction to the study was
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provided in the e-mail. The invitation to participate in research was presented as the first page of
the questionnaire. Additional teachers were recruited via e-mail by using publicly available email addresses and via social media. The same e-mail link and introduction were used.
The questionnaire spanned eight pages, and participants could not reverse pages to view
or change previous selections. This procedure was to maintain the integrity of the instruments
and guard against aligning responses. The first question asked if the respondent was a teacher. If
the respondent selected "no", he or she was not permitted to continue with the survey. Eligible
participants were presented with the questions from the PSM followed by the questions from the
MSQ. The remainder of the survey consisted of the additional questions on relevance,
theoretical beliefs and practices followed by the demographic questions. The teachers were
informed that the entire questionnaire could be completed in 20 minutes.
Research design

Tables 2 and 3 describe the measures and constructs collected from each measure.
Descriptive statistics and correlations were computed for all the variables derived from the PSM,
MSQ and author designed measures. Table 4 describes the specific statistical analysis used for
each of the four research questions and their corresponding hypotheses. In general, comparisons
between teachers grouped by grade level (elementary, middle school, high school), gender,
subject taught, and state teaching for responses on measures collected from the PSM, MSQ, and
the TBP questionnaires were computed using either independent t tests or one-way ANOV As.
Correlations for these questionnaires with other demographic data (grade taught, age, years
teaching) were computed using Pearson correlation. Linear regressions were used to determine
if teacher reports on the malleability of motivation predicted teacher strategy use or practices and
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whether the endorsement of specific theoretical beliefs predicted teacher strategy use or
practices.

Table 2

Describing the Constructs and Their Measures

Data
Type of
Data
Scales

PSM
Reasons
Perception of
student
motivation
Quantitative
Quantitative
Perception of
Motivation
Scale

Home Factors;
Relevance;
Aspirations;
Peer Factors;
Personal
Factors

Efficacy

MSQ
Motivating
strategies

General beliefs

Quantitative

Quantitative

Quantitative

Efficacy for
Diagnosing
and
Intervening

Relatedness;
Relevance;
Aspirations;
Acknowledge
Peers;
Can't Influence

Malleable Scale
Transient Scale

Subscalesa

Effort;
Confidence;
Engagement;
Self-efficacy
General
Interest
Note: PSM = Perception of Student Motivation; MSQ = Motivating Students Questionnaire
a

Subscales not used in data analysis.

Table 3

Teacher Beliefs and Practices (TBP)
Relevance/
Im12ortance
Instrument
TBP
Type of Information Produced 3-item inventory
Quantitative
Type of Data Gathered
Data

Theoretical
Theoretical
Beliefs
Practices
TBP
TBP
7-item inventmy 3-item inventory
Quantitative
Quantitative
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Table 4
Hypotheses/Research Questions and Statistical Analysis
Research Question

Hypotheses

#1-What are the relationships of
the demographic characteristics
(age, gender, teaching
experience, subject area taught,
and grade level taught) to
teacher individual differences in
beliefs, perceptions and
practices?

Teacher perception of
motivation will be
negatively correlated to
rade level.
Elementary-level
teachers will endorse the
use of extrinsic
motivational strategies to
a greater degree than will
middle-school or high
school teachers.

#2-What are the relationships
between teacher beliefs and
perceptions and their use of
motivational strategies and
classroom practices?

Variables
Demographics:
Grade taught

PSM:
Motivation
Scale

Demographics:
Grade level taught
(grouped by
elementary and
nonelementaty)

MSQ:
Extrinsic
Rewards Scale
MSQ:
Extrinsic
Constraints
Scale
MSQ:
Strategies

Statistical
Anal sis
Pearson
correlation
t test

Pearson
correlation

Teacher belief in the
malleability of
motivation will be
positively correlated
with the use of
motivational strategies.

MSQ: Malleability
Scale

Teacher belief in the
malleability of
motivation will be
positively correlated
with the use of
motivational classroom
practices.

MSQ: Malleability
Scale

Author
Designed
Measure:
Theoretical
Practices

Pearson
correlation

Teacher belief in the
transience of motivation
will be negatively
correlated with the use of
motivational strategies.

MSQ: Transience
Scale

MSQ:
Strategies

Pearson
correlation

Teacher belief in the
transience of motivation
will be negatively
correlated with the use of
motivational classroom
practices.

MSQ: Transience
Scale

Author
Designed
Measure:
Theoretical
Practices

Pearson
correlation
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Exploratory

#3-What is the relationship
between teachers' self-efficacy
for diagnosing and intervening
and their use of motivational
strategies and classroom
practice?

#4-Do teacher beliefs or
perceptions predict strategy use
or classroom practices?
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Exploratory analysis to
examine the relationship
between Importance,
Malleability, Theoretical
Beliefs, Theoretical
Practices, Reasons and
Strategies.

Author-designed measure:
Importance; Theoretical Beliefs;
Theoretical Practices
PSM: Reasons
MSQ: Strategies
MSQ: Malleability

Pearson
correlation
t test

Teacher self-efficacy for
motivating students will
be positively correlated
with the use of
motivational strategies.

MSQ: Efficacy for
Diagnosing and
Intervening Scale

MSQ:
Strategies

Pearson
correlation

Teacher self-efficacy for
motivating students will
be positively correlated
with the use of
motivational classroom
practices

MSQ: Efficacy for
Diagnosing and
Intervening Scale

Author
designed
measure:
Theoretical
Practices

Predictor Variables:
Author designed
measure:
Importance;
MSQ: Efficacy for
Diagnosing and
Intervening;
MSQ: Malleability;
PSM Motivation;
Author designed
measure: Theoretical
Beliefs

Outcome
Variables:
MSQ:
Strategies;
Author
designed
measure:
Theoretical
Practices

Regression
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Chapter 4: Results
Overview
Frequency and descriptive data from the PSM, MSQ, TBP and demographic data were
computed and are presented in the following pages. Overall summary data, including the sample
sizes, mean and standard deviations were computed for each item. Scales and subscales were
computed in SPSS based on those results. Paired t tests were utilized to ascetiain differences for
within-group means. Independent t tests and ANOVAs were used to compare differences
between groups based on demographics. Pearson correlations were utilized to determine
correlations between scales, subscales, and items. The summary data are provided first, followed
by results as they relate to each research question and hypothesis.
A total of206 teachers responded to the questionnaire. Not all teachers responded to all
questions with the result that not all scales could be computed for all respondents. Only those
respondents who provided the necessary information were included in each analysis. See Tables
5 through 10 for summaries ofthe PSM, MSQ and TBP responses. Tables 5, 7 and 9 describe the
overall results for each item including sample size, mean, and standard deviation for each item.
Tables 6, 8 and 10 provide a breakdown of responses for each item.
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Table 5
PSM Respondents Summary Statistics
N Mean
SD
Question
180 5.37
1.20
PSM#1
1.12
180 5.34
PSM#2
1.02
PSM#3
180 4.99
1.17
180 5.13
PSM#4
180 4.56
1.33
PSM#5
1.47
180 4.38
PSM#6
1.29
PSM#7
180 4.87
1.53
PSM#8
180 2.49
180 4.11
1.46
PSM#9
1.62
180 3.08
PSM #10
1.75
PSM #11
168 4.21
1.27
PSM #12
168 4.89
1.77
PSM#l3
168 3.99
1.41
168 4.28
PSM #14
168 2.98
1.76
PSM #15
168 2.51
1.47
PSM #16
168 3.96
1.53
PSM #17
1.46
PSM #18
168 2.72
1.84
PSM #19
168 3.41
1.63
PSM #20
168 2.91
Note: PSM =Perception of Student Motivation
questionnaire.
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Table 6
PSM Responses and Response Rates
Question

Not at all
true

(No label)

More not
(No label)
true than
true
%
%
%
N
%
N
N
N
0.0
PSM#1
0
2
1.1
14
7.8
14
7.8
PSM#2
0
0.0
5.6
0.6
1
10
21
11.7
PSM#3
0
0.0
4
2.2
10
5.6
15.6
28
PSM#4
1
0.6
3
1.7
11
6.1
26
14.4
PSM#5
0.0
6
3.3
27
15.0
0
21
11.7
PSM#6
4.4
11
6.1
8
32
17.8
32
17.8
PSM#7
0
0.0
11.7
18.9
3.9
34
7
21
36.1
34 18.9
44
24.4
PSM#8
65
7.2
13
PSM#9
6.1
11
17
9.4
29
16.1
19.4
35
PSM #10
44
24.4
25 13.9
39
21.7
29
16.1
PSM #11
6.5
21 12.5
11
31
18.5
22
13.1
PSM #12
1.8
4
2.4
16
9.5
23
13.7
3
PSM#l3
14
8.3
25 14.9
18.5
31
18.5
31
4.8
PSM #14
8
11
6.5
16.1
19.0
27
32
28.6
PSM #15
48
29 17.3
17.9
11.9
30
20
36.3
PSM #16
61
10.7
26 15.5
42
25.0
18
PSM #17
14
8.3
21 12.5
24
14.3
29
17.3
PSM #18
28.0
47
34 20.2
20.8
27
16.1
35
PSM #19
36 21.4
19.6
20
11.9
23 13.7
33
PSM #20
43
25.6
36 21.4
30
17.9
24
14.3
Note: PSM =Perception of Student Motivation questionnaire.

More true
than not
N
77
79
91
79
66
57
6
14
69
35
46
82
33
70
31
18
65
22
36
24

%

42.8
43.9
50.6
43.9
36.7
31.7
37.8
7.8
38.3
19.4
27.4
48.8
19.6
41.7
18.5
10.7
38.7
13.1
21.4
14.3

Very much
true

(No
label)
N
32
33
35
35
35
30
26
8
10
4
15
20
14
9
1
1
8
2
8
8

%

17.8
18.3
19.4
19.4
19.4
16.7
14.4
4.4
5.6
2.2
8.9
11.9
8.3
5.4
0.6
0.6
4.8
1.2
4.8
4.8

N
41
36
12
25
25
10
24
2
9
4
22
20
20
11
9
2
7
1
12
3

%

22.8
20.0
6.7
13.9
13.9
5.6
13.3
1.1

5.0
2.2
13.1
11.9
11.9
6.5
5.4
1.2
4.2
0.6
7.1
1.8
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Table 7
MSQ Respondents Summary Statistics
Mean
Question
N
MSQ#1
159 5.77
MSQ#2
159 5.16
MSQ#3
159 4.88
MSQ#4
159 5.04
MSQ#5
159 5.73
MSQ#6
159 4.76
159 4.65
MSQ#7
MSQ#8
159 5.83
MSQ#9
159 5.65
159 4.91
MSQ #10
MSQ #11
150 5.27
MSQ #12
150 5.58
MSQ #13
150 3.89
MSQ #14
150 5.53
MSQ #15
150 5.44
150 4.49
MSQ #16
MSQ #17
150 5.04
MSQ #18
150 2.29
150 1.83
MSQ #19
MSQ #20
149 2.62
MSQ #21
149 4.58
MSQ #22
149 5.21
MSQ #23
149 3.41
MSQ #24
149 4.60
MSQ #25
149 4.36
MSQ #26
149 5.90
MSQ #27
149 3.15
MSQ #28
149 5.11
MSQ #29
149 4.36
149 5.09
MSQ #30
145 2.65
MSQ #31
MSQ #32
145 5.50
Note: MSQ =Motivating Students
Questionnaire

SD
1.05
1.28
1.33
1.16
0.94
1.22
1.29
1.09
1.17
1.53
1.24
1.11
1.53
1.15
1.15
1.68
1.30
1.34
1.37
1.77
1.77
1.31
1.77
1.52
1.60
1.21
1.57
1.26
1.55
1.24
1.35
1.02
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Table 8
Responses and Response Rates
Question

MSQ#1
MSQ#2
MSQ#3
MSQ#4
MSQ#5
MSQ#6
MSQ#7
MSQ#8
MSQ#9
MSQ #10
MSQ #11
MSQ #12
MSQ #13
MSQ #14
MSQ #15
MSQ #16
MSQ #17
MSQ #18
MSQ #19
MSQ #20
MSQ #21
MSQ #22
MSQ #23
MSQ #24
MSQ #25
MSQ #26
MSQ #27
MSQ #28
MSQ #29
MSQ #30
MSQ #31
MSQ #32

Not at all
true
N
0
1
2
1
0
2
2
0
0
7
1
0
12
1
1
9
4
63
98
61
14
2
34
6
9
1
28
0
6
0
38
0

%

0.0
0.6
1.3
0.6
0.0
1.3
1.3
0.0
0.0
4.4
0.7
0.0
8.0
0.7
0.7
6.0
2.7
42.0
65.3
40.7
9.4
1.3
22.8
4.0
6.0
0.7
18.8
0.0
4.0
0.0
26.2
0.0

(No label)

N

%

4
2
2
0
2
6
1
2
5
2
2
19
1
0
15
2
21
16
19
8
3
14
7
15
1
24
4
9
3
26
0

0.6
2.5
1.3
1.3
0.0
1.3
3.8
0.6
1.3
3.1
1.3
0.7
12.7
0.7
0.0
10.0
1.3
14.0
10.7
12.7
5.4
2.0
9.4
4.7
10.1
0.7
16.1
2.7
6.0
2.0
17.9
0.0

More not
true than
true
%
N
1
0.6
11
6.9
19
11.9
8
5.0
0
0.0
16
10.1
10.7
17
2
1.3
5
3.1
14
8.8
7
4.7
4
2.7
24
16.0
5
3.3
6
4.0
13
8.7
6.0
9
38
25.3
14
9.3
30
20.0
16 10.7
7.4
11
26 17.4
19 12.8
13
8.7
3.4
5
37 24.8
9
6.0
35
23.5
10
6.7
32.4
47
1
0.7

(No label)

N
9
25
39
38
10
46
48
11
15
24
24
16
39
16
20
27
23
19
10
15
18
16
30
34
33
6
33
31
21
30
23
19

Note: MSQ =Motivating Students Questionnaire

%

5.7
15.7
24.5
23.9
6.3
28.9
30.2
6.9
9.4
15.1
16.0
10.7
26.0
10.7
13.3
18.0
15.3
12.7
6.7
10.0
12.1
10.7
20.1
22.8
22.1
4.0
22.1
20.8
14.1
20.1
15.9
13.1

More true
than not
N
65
56
47
60
67
54
48
54
51
55
59
55
37
47
53
52
64
7
10
15
48
57
30
47
52
45
17
56
48
63
8
66

%

40.9
35.2
29.6
37.7
42.1
34.0
30.2
34.0
32.1
34.6
39.3
36.7
24.7
31.3
35.3
34.7
42.7
4.7
6.7
10.0
32.2
38.3
20.1
31.5
34.9
30.2
11.4
37.6
32.2
42.3
5.5
45.5

(No label)

Very much
true

N
28
35
28
30
38
24
24
32
37
28
25
34

N
55
27
22
20
44
15
14
59
49
26
32
40
6
33
32
23
21
1
1
9
22
27
8
21
17
65
6
28
16
29
3
35

13

47
38
11
27
1
1
1
23
33
7
15
10
26
4
21
14
14
0
24

%

17.6
22.0
17.6
18.9
23.9
15.1
15.1
20.1
23.3
17.6
16.7
22.7
8.7
31.3
25.3
7.3
18.0
0.7
0.7
0.7
15.4
22.1
4.7
10.1
6.7
17.4
2.7
14.1
9.4
9.4
0.0
16.6

%

34.6
17.0
13.8
12.6
27.7
9.4
8.8
37.1
30.8
16.4
21.3
26.7
4.0
22.0
21.3
15.3
14.0
0.7
0.7
6.0
14.8
18.1
5.4
14.1
11.4
43.6
4.0
18.8
10.7
19.5
2.1
24.1
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Table 9
TBP Respondents Summary Statistics
SD
Question
N Mean
TBP #1 (Importance)
145 6.23
0.97
TBP #2 (Importance)
1.08
145 6.01
TBP #3 (Interest in Professional Development) 145 5.00
1.80
145 4.93
1.22
TBP #4 (Attribution Theory Belief)
TBP #5 (Expectancy-Value Theory Belief)
145 5.86
0.97
TBP #6 (Self Theory/Implicit Theory Belief)
1.36
145 5.03
TBP #7 (SDT Belief)
1.22
145 4.84
TBP #8 (Goal Theory-Mastery Belief)
145 4.09
1.39
TBP #9 (Goal Theory-Performance Belief)
143 4.41
1.50
TBP #10 (Self-Efficacy Theory Belief)
1.01
143 5.06
6.34
1.27
TBP #11 (Self-Efficacy Practice)
143
TBP #12 (Goal Orientation Practice)
1.19
143 5.61
TBP #13 (Attribution Theory Practice)
143 5.80
1.21
Note: TBP =Theoretical Beliefs and Practices questionnaire; SDT =Self Determination Theory
Table 10
TBP Responses and Response Rates
Question

Not at all
true

(No label)

(No label)
More not
true than
true
N
%
N
%
%
%
N
N
TBP #1
0
0.0
0
0.0
1
0.7
4
2.8
TBP#2
0.0
1.4
0
0
0.0
2
10
6.9
12
8.3
2.1
9.0
TBP #3
3
13
17
11.7
TBP#4
2
1.4
12
8.3
35.5
0.0
37
0
TBP#5
0
0.0
0.0
2
1.4
3.4
0
5
1.4
2.1
TBP#6
2
3
17
11.7
17
11.7
TBP#7
1.4
1.4
2
2
11
7.6
40
27.6
TBP#8
2.1
4.8
34.5
21.4
3
7
50
31
TBP#9
4.9
4.2
7
6
27
18.9
28
19.6
TBP #10
0.0
2.1
0
3
5
3.5
22
15.4
TBP #11
1.4
1.4
1.4
2.1
3
2
2
2
TBP #12
0.7
2.1
1
1
0.7
14
9.8
3
0.7
TBP #13
I
1
0.7
4
2.8
12
8.4
Note: TBP =Theoretical Beliefs and Practices questionnaire; TBP # =
Theoretical Beliefs Practices

More true
than not
N
37
41
40
55
52
57
53
34
45

Very much
true

(No
label)

%
N
35.5 21
28.3 23
27.6 21
37.9 19
35.9 38
39.3 25
36.6 21
23.4
8
31.5 17
54.5 21
78
11.2 21
16
54
37.8 25
25.9 35
37
question in author

%

14.5
15.9
14.5
13.1
26.2
17.2
14.5
5.5
11.9
14.7
14.7
17.5
24.5
designed

N
%
82
56.6
69
47.6
39
26.9
20
13.8
48
33.1
24
16.6
16
11.0
12
8.3
13
9.1
14
9.8
87
67.8
45
31.5
53
37.1
measure for
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Scales and Subscales
The scales and subscales for each respondent and for the total sample were computed by
taking the average of the items informing that scale. (See Appendices A, B, and C for scale and
subscale compositions.) The PSM Motivation Scale, PSM Effort Subscale, PSM Engagement
Subscales and PSM General Interest Item summary data are described in Table 11. The
summary data for the reasons scales (PSM Home Factors Scale, PSM Relevance Scale, PSM
Aspirations Scale, PSM Peer Factors Scale and PSM Personal Factors Scale) are described in
Table 12.
Each of the MSQ scales was calculated as the sum and average of all the items informing
that scale. To obtain an average to represent the overall strategy use, the Motivational Strategies
Used Scale was computed separately as the sum and average of all the strategies used less the
MSQ Can't Influence Scale (MSQ Relatedness Scale, MSQ Aspirations Scale, MSQ Relevance
Scale, MSQ Acknowledge Peers Scale and MSQ Can't Influence Scale). These summary results
are described in Table 13.
The use of extrinsic motivational strategies scales (MSQ Extrinsic Rewards Scale and
MSQ Extrinsic Constraints Scale) and their corresponding Cronbach's alpha are described in
Table 14.
Teacher beliefs in the malleability and transience of motivation (MSQ Malleable Scale
and MSQ Transient Scale) and their corresponding Cronbach's alpha were computed and the
results are described in Table 15. Teacher efficacy and confidence for diagnosing and
intervening for motivation (MSQ Efficacy Scale, MSQ Efficacy Subscale, and MSQ Confidence
Subscale) and their corresponding Cronbach's alpha were also computed, and the results are
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described in Table 16. Motivational Importance (TBP Importance) and the corresponding
Cronbach's alpha were computed and the results are also described in Table 16.

Table 11
PSM Motivation Summary Statistics
Mean
5.00
5.22
4.84

SD
0.97
1.05
1.04

PSM # 7 General Interest Item
180
4.87
Note: PSM =Perception of Student Motivation questionnaire.

1.29

Scale/Subscale
PSM Motivation Scale
PSM Effort Subscale
PSM Engagement Subscale

N
180
180
180

Table 12
PSM Reasons Summary Statistics
Scale/Subscale
N Mean
SD
1.42
168
3.56
PSM Home Factors Scale
1.11
PSM Relevance Scale
168
4.44
1.40
PSM Aspirations Scale
168
3.33
PSM Peer Factors Scale
168
2.61
1.38
PSM Personal Factors Scale
168
3.16
1.56
Note: PSM =Perception of Student Motivation questionnaire.
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Table 13
MSQ Strategies Summary Statistics

Scale/Subscale
N
MSQ Relatedness Scale
150
MSQ Aspirations Scale
150
MSQ Relevance Scale
150
MSQ Acknowledge Peer Pressure Scale
150
MSQ Motivational Strategy Used Scale
150
MSQ Can't Influence Scale
150
Note: MSQ =Motivating Students Questionnaire.

Mean
5.00
5.14
5.61
3.39
4.91
2.23

SD
0.83
1.06
1.00
1.21
0.69
1.42

Table 14
Extrinsic Strategies Summary Statistics

Scale/Subscale
N
Mean
MSQ Extrinsic Rewards Scale
149
4.75
MSQ Extrinsic Constraints Scale
145
3.76
Note: MSQ =Motivating Students Questionnaire.

SD
1.24

0.97

Cronbach's alpha
.74
.33

Table 15
MSQ Beliefs Summary Statistics

Scale/Subscale
N
Mean
MSQ Malleable Scale
145
5.51
MSQ Transient Scale
149
3.96
Note: MSQ =Motivating Students Questionnaire.

SD
0.94
1.13

Cronbach's alpha
.74
.53
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Table 16
MSQ Efficacy and TBP Importance Summary Statistics

Scale/Subscale
N
Mean
MSQ Total Efficacy Scale
159
5.14
MSQ Efficacy Subscale
159
4.83
MSQ Confidence Subscale
159
5.56
TBP Importance Scale
145
6.12
Note: MSQ =Motivating Students Questionnaire; TBP =
questionnaire.

SD
Cronbach's alpha
0.94
.90
1.15
.94
0.88
.72
0.94
.77
TBP =Theoretical Belief and Practices

Summary Results

Overall, relevance as assessed by the PSM Relevance Scale was the reason teachers most
endorsed for students lacking motivation (M = 4.44, SD = 1.11) and peer factors (PSM Peer
Factors Scale) was least endorsed (M= 2.61, SD = 1.38). There were significant, positive
correlations between all of the reasons endorsed with strong, positive correlations between home
factors (PSM Home Factors Scale; M= 3.36, SD = 1.42) and aspiration (PSM Aspirations Scale;
M= 3.33, SD = 1.40), r(166) = .68,p < .01, and relevance (M= 4.44, SD = 1.11) and aspirations
(M = 3.32, SD = 1.40), r(l66) = .62,p < .01. See Table 17 for summary of correlations between

reasons endorsed.
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Table 17
Correlations between Reasons for Students Lack of Motivation
Correlations
Measure

PSM
Home
Factors
1

PSM
Relevance

PSM
Aspirations

.68**
.44**
PSMHome
Factors
PSM Relevance
.62**
1
PSM Aspirations
1
PSM Peer Factors
PSM Personal
Factors
Note: PSM =Perception of Student Motivation questionnaire.
* p < .05 (two-tailed test). ** p < .01 (two-tailed test).

PSM Peer
Factors
.41 **
.27**
.44**
1

PSM
Personal
Factors
.36**
.16*
.37**
.44**
1

Motivational Strategies
Using strategies to make information relevant, (MSQ Relevance Scale), was the highest
endorsed strategy (M= 5.61, SD = 1.00), when compared to all other strategies. Teachers
reported overall use of strategies (MSQ Motivational Strategies Used Scale; M = 4.91, SD = .69)
at a significantly higher level than reporting unable to influence motivation (MSQ Can't
Influence Scale; M = 2.23, SD = 1.42). Significant correlations between the use of some
strategies were also found with a vety strong, positive correlation between the use of aspiration
(MSQ Aspirations Scale; M= 5.14, SD = 1.06) and relevance strategies, r(l48) = .71,p < .01. A
strong, positive correlation was also found between the uses of relatedness (MSQ Relatedness
Scale; M= 5.01, SD = .83) and relevance strategies, r(l48) = .42,p < .01. Moderate, positive
correlations were found between the use of relatedness and aspirations strategies, r(l48) = .3 7, p
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< .01 and acknowledging peer factors (MSQ Acknowledge Peers Scale; M= 3.39, SD = 1.21)
and reporting unable to influence motivation, r(148) = .37,p < .01. See Table 18 for summary of
correlations between motivational strategies used.

Table 18
Correlations between Motivational Strategies Used
Measure
MSQ
MSQ
MSQ
Relatedness
Relevance
Aspirations

1
.42**
.37**
MSQ
Relatedness
MSQ
1
.71 **
Relevance
MSQ
1
Aspirations
MSQ
Acknowledge
Peer Factors
MSQ Can't
Influence
Note: MSQ =Motivating Students Questionnaire.
* p < .05 (two-tailed test). ** p < .01 (two-tailed test).

MSQ
Acknowledge
Peer Factors
.03

MSQ Can't
Influence

-.07

-.23**

.06

-.07

1

.37**

.16

1

Theoretical Beliefs
Teachers' endorsed the Expectancy-Value belief, "If students believe they will succeed
on a task, they are more likely to try" (M = 5.86, SD = 0.97) at a higher level compared to all
other theoretical belief statements. Both Goal-Theory-related beliefs, "Students are motivated to
master the material they are being taught" (M = 4.09, SD = 1.39) and "Students are motivated to
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achieve grades or meet benchmarks" (M= 4.41, SD = 1.50), were least endorsed compared to all
other theoretical belief statements. Some correlations were found between beliefs endorsed with
a strong, positive correlation noted between the Expectancy-Value belief and the Self-Efficacy
belief, "Students' motivation is related to their feelings of competency for the subject area" (M =
5.06, SD = 1.01), r(141) = .41,p < .01, two-tailed. See Table 19 for summary of correlations
among motivational strategies used.

Table 19
Correlations between Theoretical Beliefs
Measure
TBP #4
TBP #5
TBP #6
TBP #4
1
.29**
.04
1
.05
TBP #5
rnP~

1

TBP#7
.20*
.23**
.10
1

TBP#8
.07
.02
-.01
.33**
1

TBP#9
.15
.15
-.13
-.02
-.31 **

TBP#7
TBP#8
TBP#9
TBP #10
Note: TBP =Theoretical Belief and Practices questionnaire.
TBP #4- #10 =Theoretical Beliefs; TBP #4 =Attribution Theory;
TBP #5 = Expectancy-Value Theory; TBP #6 = Self-Theory;
TBP #7 =Self-Determination Theory; TBP #8 =Goal Theory-Maste1y;
TBP #9 = Goal Theory-Performance; TBP #1 0 = Self-efficacy.
* p < .05 (two-tailed test). ** p < .01 (two-tailed test).

TBP #10
.15
.41 **
-.05
.05
.17*
.23**
1

Significant correlations were also found between some theoretical beliefs endorsed and
MSQ Malleable Scale, TBP lmpmiance Scale, PSM Motivation Scale, and MSQ Efficacy Scale.
See Table 20 for summmy of correlations between theoretical beliefs and belief and perception
scales.
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Table 20
Correlations between Theoretical Beliefs and Belief and Perception Scales

TBP#8
Measure
TBP #5
TBP #7
.22**
TBP Importance Scale
.26**
.20*
.29**
PSM Motivation Scale
.27**
.24**
.18*
MSQ Efficacy Scale
.13
.13
MSQ Malleable Scale
.32**
.19
.16
Note: PSM =Perception of Student Motivation questionnaire.
MSQ = Motivating Students Questionnaire.
TBP = Theoretical Beliefs and Practices questionnaire
* p < .05 (two-tailed test). ** p < .01 (two-tailed test).

TBP#9
-.19*
-.08
-.20*
-.07

TBP #10
.03
.18*
.06
.19*

Importance. Teachers endorsed motivation as an important part of their teaching (TBP

Importance Scale; M = 6.12, SD = 0.94 ), significantly higher than their desire for more
professional development in this area (M = 4.99, SD = 1.80). Also, no significant correlation
was found between importance and desire for professional development, r(143) = .10,p = .24,
two-tailed. A positive, moderate correlation was found between importance and teachers'
perception of student motivation (PSM Motivation Scale; M= 5.01, SD = 0.97), r(143)

=

.32,p <

.01, two-tailed. Significant correlations were also found between importance (TBP Importance
Scale) and MSQ Efficacy Scale and MSQ Malleable Scales. See Table 21 for summary of
correlations between scales.
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Table 21
Correlations between Beliefs and Perceptions Scales

Measure

TBP Importance
Scale

PSM
Motivation
Scale
.32**
1

TBP Importance Scale
1
PSM Motivation Scale
MSQ Efficacy Scale
MSQ Malleable Scale
Note: PSM =Perception of Student Motivation questionnaire.
MSQ = Motivating Students Questionnaire.
TBP = Theoretical Beliefs and Practices questionnaire
* p < .05 (two-tailed test). ** p < .01 (two-tailed test).

MSQ
Efficacy
Scale
.56**
.49**
1

MSQ
Malleable
Scale
.54**
.54**
.62**
1

Interest in professional development. There was no significant correlation found
between PSM Motivation Scale and interest in professional development (M= 6.12, SD = .94),
r(143) = -.15,p = .07. In addition, there was no significant correlation between teacher reported
efficacy for diagnosing and intervening in the area of motivation (MSQ Efficacy Scale; M =
5.14, SD = .94 and their interest in professional development, r(143) = -.10, p = .22.

Theoretical practices. Teachers endorsed the Self-Efficacy Theory practice "I don't
think about increasing my students' confidence during my teaching" (M = 6.34, SD = 1.27) at a
higher level compared to all other theoretical practices. Significant correlations were also found
between each of the theoretical practices. A moderate, positive correlation was found between
the Self-Efficacy practice, "I think about increasing my students' confidence during my
teaching", and the Attribution Theory practice, "I make it a point to provide specific feedback to
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my students ... " (M= 5.80, SD = 1.21), r(141) = .30, p < .01, two-tailed. A moderate, positive
correlation was also found between the Goal Theory practice, "My grading and classroom
practices place more emphasis on learning and mastery than on test performance" (M = 5.61, SD
= 1.19) and the Attribution Theory practice, "I make it a point to provide specific feedback to my
students ... ," r(141) = .30, p < .01, two-tailed. See Table 22 for summary of correlations
between theoretical practices.

Table 22
Correlations between Theoretical Practices

TBP #11
Measure
TBP #12
TBP #11
.19*
1
TBP #12
1
TBP #13
Note: TBP =Theoretical Belief and Practices questionnaire.
TBP #11 - #13 =Theoretical Practices; TBP #11 =Self-Efficacy Theory;
TBP #12 =Goal Theory; TBP #13 Attribution Theory.
* p < .05 (two-tailed test). ** p < .01 (two-tailed test).

TBP #13
.30**
.33**
1

Significant correlations were also found between some theoretical practices endorsed and
MSQ Malleable Scale, TBP Importance Scale, PSM Motivation Scale and MSQ Efficacy Scale.
See Table 23 for summary of correlations between theoretical practices and belief and perception
scales.
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Table 23
Correlations between Theoretical Practices and Belief and Perception Scales

Measure
TBP #11
TBP #12
TBP Importance Scale
.22 *
.20*
PSM Motivation Scale
.15
.30* *
MSQ Efficacy Scale
.13
.21 *
MSQ Malleable Scale
.19*
.09
Note: PSM =Perception of Student Motivation questionnaire.
MSQ = Motivating Students Questionnaire.
TBP = Theoretical Beliefs and Practices questionnaire
* p < .05 (two-tailed test). ** p < .01 (two-tailed test).

TBP #13
.45**
.26**
.41 **
.27**

Research Question 1

Research Question 1 sought to examine the relationships between the demographic data
and the teachers' repotied beliefs, perceptions and practices.
Hypothesis 1. The first hypothesis predicted that teacher perception of motivation would

be negatively correlated with grade level. A total of 142 teacher responses were used in this
analysis. Teacher respondents indicated their grade level taught as part of the demographic
questions. For the purpose of all grade level comparisons, the one respondent for post-highschool transition was subsumed within the high-school level category. Teacher perception of
motivation was calculated from specific items in the PSM to develop the PSM Motivation Scale.
Specifically, Items 1, 2, and 5 were used to compute the PSM Effort Subscale and Items 3, 4, and
6 were used to compute the PSM Engagement Subscale. The PSM Motivation Scale was
computed using the PSM Effort and PSM Engagement Subscales and Item 7 from the PSM.
The average of these responses was computed. The analysis of the data indicated no significant
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correlation between the PSM Motivation Scale (M= 5.00, SD = .97) and grade level taught (M=
8.04, SD = 3.75), r(140) = -.09,p = .27, two-tailed.

Hypothesis 2. The second hypothesis predicted elementary-level teachers would endorse
the use of extrinsic motivational strategies to a greater degree than would middle-school or highschool teachers. This hypothesis was partially supported. Teacher respondents identified their
grade level (elementary, middle school, high school, or post-high-school transition) as part ofthe
demographic questions. Forty-eight elementary and 93 upper-level teacher responses were
included in this analysis. Cronbach's alpha was computed for each subscale and the total
combined scale as this information had not been previously available. The MSQ Extrinsic
Rewards Scale was calculated from specific Items 21, 24, and 30 in the MSQ (a= .74). The
MSQ Extrinsic Constraints Scale was calculated from Items 22, 23, and 31 in the MSQ (a= .33).
The average of these responses was computed to form each scale. The MSQ Extrinsic Scale was
the average of all items informing both of these scales (a = .41 ). Only the items informing the
MSQ Extrinsic Rewards scale were found to load together with high reliability. There was a
significant effect for grade level (elementary compared to upper grades), t(139) = 2.86 ,p < .01,
two-tailed such that elementary teachers (M =5.15, SD = 1.15) endorsed the use of extrinsic
rewards over upper-level teachers (M =4.55, SD = 1.25).
The Cronbach' s alpha computed for the second subscale, the MSQ Extrinsic Constraints
Subscale, did not indicate this subscale was a cohesive measure of extrinsic constraints and was,
therefore, not used as a construct. Instead, the informing items were analyzed. Only their
endorsement ofMSQ Item 22, "I sometimes motivate students by supervising them very closely,
structuring their time and tasks for them" was significantly different, t(90.82) = 2.44,p = .02,

TEACHERS AND STUDENT MOTIVATION

103

two-tailed, with elementary teachers (M = 5.56; SD = 1.32) reporting greater use of this strategy
as compared to upper-level teachers (M = 5.02; SD = 1.26).

Research Question 2
This question examined the relationship between teachers' reported beliefs and
perceptions and their endorsement of motivational strategies and theoretical practices.

Hypothesis 1. The first hypothesis predicted teacher belief in the malleability of
motivation would be positively correlated with the use of motivational strategies. The MSQ
Malleable Scale was computed using items 26, 28 and 32 from the MSQ. Cronbach's alpha (a
=

.74) was computed for this subscale as this information had not been previously available. The

MSQ Motivational Strategies Used Scale was defined as the average of the strategy subscales in
the MSQ. (See Appendix B for specific scale content.) Results indicate a weak positive
correlation between teacher belief in the malleability of motivation, MSQ Malleable Scale, and
reported use of motivational strategies, MSQ Motivational Strategies Used Scale, r(141) = .17, p

= .04, two-tailed, and thus Hypothesis 1 was supported.
Examination of each strategy scale revealed a moderate positive correlation between the
belief in the malleability of motivation (MSQ Malleable Scale) and the use of strategies to make
the information relevant (MSQ Relevance Scale), r(143) = .37,p < .01, two-tailed. A weak
positive conelation was found between the Malleability Scale and the use of strategies to relate
to students (MSQ Relatedness Scale), r(143) = .24,p < .01, two-tailed. A weak, negative
correlation was found between the Malleability Scale and strategies acknowledging peer pressure
(MSQ Acknowledge Peers Scale), r(143)

=

-.28,p < .01, two-tailed. No significant correlation

TEACHERS AND STUDENT MOTIVATION

104

was found between the Malleability Scale and the use of strategies to appeal to student
aspirations (MSQ Aspirations Scale), r(143) = .07,p = .42, two-tailed.
Hypothesis 2. The second hypothesis predicted that teacher belief in the malleability of
motivation (MSQ Malleable Scale) would be positively correlated to the use of motivational
classroom practices. The results for this hypothesis were mixed. Classroom practices were
defined as Items 11, 12 and 13 from the TBP. (See Appendix C for descriptions of those items.)
Cronbach's alpha (a= .53) did not indicate that these items were a cohesive measure of
motivational practices. Instead, the informing items 11, 12, and 13 from the TBP were used in
the analysis independently. A weak, positive correlation was found between teachers' belief in
the malleability of motivation and the Self-Efficacy Theory practice, "I don't think about
increasing my students' confidence during my teaching" (reverse scored), r(141) = .19,p = .02,
two-tailed. A weak positive correlation was also found between teachers' belief in the
malleability of motivation and the Attribution Theory practice, "I make it a point to provide
specific feedback to my students on their performance ... ," r(141) = .27,p = < .01, two-tailed.
No significant correlation was found between teacher belief in malleability and grading and
classroom practices emphasizing learning and mastery, r(141) = .09,p = .26, two-tailed.
Hypothesis 3. The third hypothesis predicted teacher that belief in the transience of
motivation would be negatively correlated to the use of motivational strategies (MSQ
Motivational Strategy Used Scale). This hypothesis was not supported. The Transience Subscale
was computed using Items 25, 27, and 29 from the MSQ. Cronbach'S alpha (a= .53) was
computed for this subscale as this information had not been previously available. Results
indicated that these items did not demonstrate sufficient internal consistency to be used together
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as a construct. Therefore, individual items were used in the analysis. No significant correlations
were found between any of the items and teachers belief in the transience of motivation.
Hypothesis 4. The fourth hypothesis predicted that teacher belief in the transience of
motivation (MSQ Transience Scale) would be negatively correlated to the use of motivational
classroom practices. Classroom practices were defined as Items 11, 12, and 13 from the TBP.
No significant correlations were found between belief in the transience of motivation and teacher
classroom practices. Individual items from the Transience Scale were compared to classroom
practices items from the TBP. Only Item 27 from the MSQ, "Students just come to school either
motivated or unmotivated" and item 11 from the TBP, the Self-Efficacy Theory practice, "I don't
think about increasing my students' confidence during my teaching" were significantly
correlated. Specifically, a weak negative correlation was found between these two items, r(141)
=-.17,p=.05.
Exploratory analysis. The relationships between importance of motivation (TBP
Importance), MSQ Malleable Scale, reasons for student lack of motivation (PSM Home Factors
Scale, PSM Relevance Scale, PSM Aspirations Scale, PSM Peer Factors Scale and PSM
Personal Factors Scale), and theoretical beliefs were examined in relation to strategies used
(MSQ Relatedness Scale, MSQ Aspirations Scale, MSQ Relevance Scale, MSQ Acknowledge
Peers Scale, and MSQ Can't Influence) and theoretical practices.
Importance of motivation. A strong positive correlation was found between the TBP
Importance Scale and MSQ Malleable Scale, r(143) =.54, p < .01, two-tailed. A moderate
positive correlation was found between the TBP Importance Scale and the PSM Motivation
Scale, r(143) = .32,p < .01, two-tailed. A weak positive correlation was also found between the
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TBP Importance Scale and the MSQ Motivational Strategies Used Scale, r(l43) = .29, p < .01,
two-tailed.
A weak negative correlation was found between the TBP Importance Scale and the
Expectancy-Value Theory belief "If a student believes they will succeed on a task, they are
more likely to try," r(l43)

=

-.26,p < .01, two-tailed, and the Goal Theory-Performance belief,

"Students are motivated to achieve grades or meet benchmarks," r(143) = -.19,p = .03, twotailed. A weak positive correlation was also found between the TBP Importance Scale and the
SDT belief, "Student Motivation increases when they are given more autonomy in the
classroom," r(l43)

=

.20,p = .02, two-tailed, and the Goal Theory-Mastery belief, "Students are

motivated to master the material they are being taught," r(143) = .22,p < .01, two-tailed.

Reasons and strategies. A very strong, positive correlation was found between teachers
attributing lack of motivation to peer factors (PSM Peer Factors) and motivational strategies
acknowledging peers (MSQ Acknowledge Peers), r(148) = .57,p < .01, two-tailed. Endorsing
peer factors for lack of motivation was also positively correlated to teacher reports of not being
able to influence motivation, MSQ Can't Influence, r(l48) = .33,p < .01, two-tailed. See Table
24 for correlations between reasons endorsed for students lacking motivation and the
motivational strategies used.
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Table 24

Correlations betvveen Reasons Students Lack Motivation and Strategies
Strategies
Measure

PSMHome
Factors

PSM
Relevance

Reasons
PSM
Aspirations

MSQ Relatedness
.00
-.10
MSQ Aspirations
.14
.17
MSQ Relevance
.00
.08
MSQ Acknowledge
.23**
.19*
Peers
MSQ Can't Influence
.27**
.04
MSQ Motivational
.13
.13
Strategies Used
Note: MSQ =Motivating Students Questionnaire.
* p < .05 (two-tailed test). ** p < .01 (two-tailed test).

PSM Peer
Factors

-.10
.18*
.00
.23**

.07
.16*
.01
.57**

.22**
.12

.33**
.28**

PSM
Personal
Factors
-.11
.09
-.09
.32**
.48**
.07

Reasons and malleability. Teacher perception of malleability of motivation (PSM
Malleable Scale) was found to have a negative correlation with four of five reasons students lack
motivation. The PSM Malleability Scale was found to have a moderate negative correlation with
the PSM Peer Factors Scale, r(143) = -.32,p < .01, two-tailed and the PSM Personal Factors
Scale, r(143) = -.36,p < .01, two-tailed. A weak negative correlation was found between
malleability and the PSM Home Factors Scale, r(143) = -.17,p = .04, two-tailed, and
malleability and the PSM Aspirations Scale, r(143) = -.24,p < .01, two-tailed.

Reasons and theoretical beliefs. A weak, positive correlation was found between the
PSM Relevance Scale and the Attribution Theory belief, "The reasons students give themselves
for their success or failure does not influence their level of motivation," r(143) = .29,p < .01,
two-tailed. Weak negative correlations were found between the SDT belief, "Student motivation
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increases when they are given more autonomy in the classroom" and the PSM Personal Factors
Scale, r(143) = -.24,p < .01, two-tailed, the PSM Home Factors Scale, r(143) = -.21,p =.01,
two-tailed and the PSM Peer Factors Scale, r(143) = -.17,p = .04, two-tailed. A weak negative
correlation was also found between the Goal Theory-Maste1y belief, "Students are motivated to
master the material they are being taught" and the PSM Personal Factors Scale, r(143) = -.18,p
= .03, two-tailed.

Reasons and theoretical practices. The Attribution Theory practice "I make it a point to
provide specific feedback to my students on their performances ... " was negatively correlated
with the PSM Aspirations Scale, r(141) = -.25,p < .01, two-tailed, the PSM Peer Factors Scale,
r(141) = -.25,p < .01, two-tailed, and the PSM Personal Factors Scale, r(141) = -.23,p < .01,
two-tailed.

Strategies and theoretical beliefs. A weak negative correlation was found between the
MSQ Relatedness Scale and the Self-Theory belief "Student achievement is more connected to
innate ability than effort and motivation," r(143) = -.20,p = .02, two-tailed, and the MSQ
Acknowledge Peer Pressure Scale and the SDT belief, "Student motivation increases when they
are given more autonomy in the classroom," r(143) = -.17, p = .04, two-tailed. MSQ Relevance
was weakly positively correlated with the Expectancy-Value Theory belief "If a student believes
they will succeed on a task, they are more likely to try", r(143) = .18,p = .03, two-tailed, and the
SDT belief, "Student motivation increases when they are given more autonomy in the
classroom," r(143) = .20,p = .02, two-tailed.
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Research Question 3

This research question examined the relationship between teachers' self-efficacy for
diagnosing and intervening for student motivation (MSQ Efficacy Scale) and their use of
motivational strategies and classroom practices. Cronbach's alpha (a= .90) was computed for
the seven items informing the MSQ Efficacy Scale, indicating this scale demonstrated good
internal consistency and was used as the measure of efficacy for motivating students for these
analyses. The MSQ Motivational Strategies Used Scale defined average strategy use.
Classroom practices were Items, 11, 12, and 13, from the TBP.
Hypothesis 1. The first hypothesis predicted teacher self-efficacy for motivating students

would be positively correlated to their use of motivational strategies. This hypothesis was
supported. A moderate, positive CotTelation was found between teacher efficacy for diagnosing
and intervening in motivation (MSQ Efficacy Scale) and their use of motivational strategies
(MSQ Motivational Strategies Used Scale), r(148)

=

.35,p < .01, two-tailed.

Hypothesis 2. The second hypothesis predicted teacher self-efficacy for motivating

students would be positively correlated to their use of motivational practices. This hypothesis
was partially supported. A strong positive correlation was found between teacher efficacy for
diagnosing and intervening in motivation (MSQ Efficacy Scale) and the Attribution Themy
practice, "I make it a point to provide specific feedback to my students on their performances,"
r(141) = .40, p < .01, two-tailed. A weak, positive correlation was found between teacher
efficacy for diagnosing and intervening in motivation and the Goal Theory practice, "My grading
and classroom practices place more emphasis on learning and maste1y than on test performance,"
r(141) = .21,p = .01, two-tailed. No correlation was found between teacher efficacy for
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diagnosing and intervening in motivation and the Self-efficacy Theory practice "I don't think
about increasing my students' confidence during my teaching," r(141) = .13, p = .11, two-tailed.
Research Question 4
The fourth question examined teacher beliefs and perceptions as predictors of strategy
use and theoretical practices. A hierarchical linear regression was performed with MSQ
Motivational Strategies Used Scale as the outcome variable. The TBP Impmiance Scale, MSQ
Efficacy Scale, MSQ Malleable Scale, PSM Motivation Scale and TBP # 4 through TBP #10
were the predictor variables. The base model including importance of motivation (TBP
Importance) was found to be statistically significant, F(1, 141) = 12.93,p <. 01, R2 = 0.08. The
addition of efficacy for diagnosing and intervention for motivation (MSQ Efficacy Scale) in the
second step also resulted in a statistically significant model, F(2, 140) = 9.71,p < .01, R 2 = 0.12,
and demonstrated a significant improvement in fit over the base model, !J.F (1, 140) = 6.03,p <
.05, !J.R 2 = 0.04. The addition of the belief in the malleability of motivation (MSQ Malleable
Scale) resulted in a statistically significant model but did not significantly improve the fit of the
model, !J.F (1, 139) = 1.11; !J.R2 = 0.00. The fourth step, the addition of teacher perception of
student motivation (PSM Motivation Scale) also identified a statistically significantly model,
F(4, 138) = 7.01,p < .01, R 2 = 0.17, as well as demonstrated a significant improvement in model

fit over the previous step, !J.F(1, 138) = 6.66,p =.01; !J.R 2 = 0.04. The addition ofthe fifth and
final step to include theoretical beliefs resulted in a statistically significant model, F( 11, 131) =
2.66, p < .01, R2 = 0.18, but did not significantly improve the fit of the model, !J.F(7, 131) = .31,

!J.R 2 = 0.01.
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Statistically significant beta coefficients in the final model were found for the MSQ
Efficacy Scale (p < .01) and the PSM Motivation Scale (p < .02). The MSQ Efficacy Scale was
found to be positively associated with the criterion measure while the PSM Motivation Scale had
a negative standardized beta coefficient. Thus, the use of motivational strategies (MSQ
Motivational Strategies Used Scale) was predicted by positive feelings of efficacy for motivating
students and decreased view of student motivation. The standardized beta coefficients for all
indicators in each of the five steps are listed in Table 25.

TEACHERS AND STUDENT MOTIVATION

112

Table 25
Regression Predicting Motivational Strategy Use from Teacher Perceptions and Beliefs
Model

Predictor

~for

R

F

I'!F

.08

12.93**

.04

9.71 **

6.03*

.13

6.85**

1.11

.17

7.01 **

6.66*

.18

2.66**

.31

Strategy Use
Base Model
TBP Importance Scale

.29

Step 2
TBP Importance Scale

.19

MSQ Efficacy Scale

.23

Step 3
TBP Importance Scale

.19

MSQ Efficacy Scale

.26**

MSQ Malleable Scale

-.11

Step 4
TBP Importance Scale

.19

MSQ Efficacy Scale

.35**

MSQ Malleable Scale

-.02

PSM Motivation Scale

-.24

Step 5
TBP Importance Scale

.17

MSQ Efficacy Scale

.37**
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MSQ Malleable Scale

-.02

PSM Motivation Scale

-.27**

TBP#4

.00

TBP#5

.06

TBP#6

.00

TBP#7

-.12

TBP#8

.11

TBP#9

.09

TBP #10

-.05

Note: MSQ =Motivating Students Questionnaire
PSM = Perceptions of Student Motivation Questionnaire
TBP = Theoretical Beliefs and Practices questionnaire.
TBP #4- #10 =Theoretical Beliefs; TBP #4 =Attribution Theory;
TBP #5 =Expectancy-Value Theory; TBP #6 =Self-Theory;
TBP #7 =Self-Determination Theory; TBP #8 =Goal Theory-Mastery;
TBP #9 =Goal Theory-Performance; TBP #10 =Self-efficacy.
* p < .05 (two-tailed test). ** p < .01 (two-tailed test).
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A second hierarchical linear regression was performed with the TBP Theoretical
Practices Scale as the outcome variable. The TBP Theoretical Practices Scale was computed as
the sum and average of the three theoretical practice items from the TBP (Items 11, 12, and 13).
The TBP Importance Scale, MSQ Efficacy Scale, MSQ Malleable Scale, PSM Motivation Scale,
and TBP #4 through TBP #10 were the predictor variables. The base model including
importance of motivation (TBP Importance) was found to be statistically significant, F(l, 141) =
26.89, p <. 01, R 2 = 0.16. The addition of efficacy for diagnosing and intervention for motivation
(MSQ Efficacy Scale) in the second step also resulted in a statistically significant model, F(2,
140) = 15.47,p < .01, R2 = 0.18, but did not demonstrate a significant improvement in fit over
the base model, !J.F (1, 140) = 3 .58, p = .06, !J.R 2 = 0.02. The addition of the belief in the
malleability of motivation (MSQ Malleable Scale) resulted in a statistically significant model,

F(3, 139) = 10.25,p < .01, R2 = 0.18, but did not significantly improve the fit ofthe model !J.F(l,
139) = .02,p = .87; !J.R 2 = 0.00. The fourth step, the addition of teacher perception of student
motivation (PSM Motivation Scale) also identified a statistically significantly model, F( 4, 13 8) =
9.35,p < .01; R 2 = 0.21, as well as demonstrated a significant improvement in model fit over the

previous step, !J.F (1, 138) = 5.61,p =.02, !J.R 2 = 0.03. The addition of the fifth and final step to
include theoretical beliefs resulted in a statistically significant model, F(11, 131) = 5.76,p < .01,
R2 = 0.33, and demonstrated a significant improvement in the model over the previous step,

!J.F(7, 131) = 3.13,p < .01; !J.R 2 = 0.11.
Statistically significant beta coefficients in the final model were found for TBP
Importance (p < .01), MSQ Efficacy Scale (p < .05), and the Expectancy-Value Theory Belief(p

< .01). All three were found to be positively associated with the criterion measure. Thus, the
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overall use oftheoretical practices (TBP Theoretical Practices Scale) was predicted by viewing
motivation as an important part of teaching, positive feelings of efficacy for motivating and
positively endorsing belief in the Expectancy-Value Theory of motivation. The standardized beta
coefficients for all indicators in each of the five steps are listed in Table 26.
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Table 26
Regression Predicting Theoretical Practices from Teacher Perceptions and Beliefs
Model

Predictor

~for

R2

F

b.F

Theoretical
Practices
26.89**

Base Model
TBP Importance Scale

.40**

Step 2
TBP Importance Scale

.30**

MSQ Efficacy Scale

.17

Step 3
TBP Importance Scale

.31 **

MSQ Efficacy Scale

.18

MSQ Malleable Scale

-.02

Step 4
TBP Importance Scale

.31 **

MSQ Efficacy Scale

.13

MSQ Malleable Scale

-.99

PSM Motivation Scale

.22*

Step 5
TBP Importance Scale

.25**

15.47**

3.58

10.25**

.02

9.35**

5.61 *

5.76**

3.13**
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MSQ Efficacy Scale

.20*

MSQ Malleable Scale

-.21

PSM Motivation Scale

.16

TBP#4

.04

TBP#5

.25**

TBP#6

.14

TBP#7

.15

TBP#8

-.01

TBP#9

.04

TBP #10

-.05

Note: MSQ =Motivating Students Questionnaire.
PSM = Perceptions of Student Motivation Questionnaire
TBP = Theoretical Beliefs and Practices questionnaire.
TBP #4- #10 =Theoretical Beliefs; TBP #4 =Attribution Theory;
TBP #5 =Expectancy-Value Themy; TBP #6 =Self-Theory;
TBP #7 =Self-Determination Theory; TBP #8 =Goal Theory-Mastety;
TBP #9 = Goal Theory-Performance; TBP #1 0 = Self-efficacy.
* p < .05 (two-tailed test). ** p < .01 (two-tailed test).

TEACHERS AND STUDENT MOTIVATION

118

Chapter 5: Discussion
This study examined the beliefs, perceptions, and practices related to student motivation.
Four research questions were posed with accompanying hypotheses. In addition to the
hypotheses, exploratory analyses were done to examine the relationships among the variables.

Research Question 1
The first research question examined the relationships between demographic data and the
teachers' reported beliefs, perceptions and practices. Two hypotheses were proposed.
Hypothesis 1 predicted teacher perception of motivation, PSM Motivation Scale, would
be negatively correlated to grade level. This hypothesis was not supported. Teacher perception
of motivation did not differ significantly based on grade level (Kindergarten through post high
school). This research did not support previous findings in which elementary teachers reported
higher levels of motivation for their students compared to high-school teachers (Martin, 2006).
This different result could reflect decreased views of elementary-/middle-school-student
motivation overall or a change in trend with teachers perceiving their students as maintaining
their level of motivation as they move through school.
Hypothesis 2 predicted elementary teachers would endorse the use of extrinsic
motivational strategies to a greater degree than middle-school and high-school teachers. This
hypothesis was pmiially supported. This research demonstrated elementary-level teachers use
extrinsic rewards more frequently than middle-school- and high-school level teachers. No
differences were found for the use of extrinsic constraints.
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Research Question 2
The second research question examined the relationships between teacher reported beliefs
and perceptions and their reported use of motivational strategies and theoretical practices. Four
hypotheses were proposed.
The first hypothesis predicted teacher belief in the malleability of motivation would be
positively correlated with the use of motivational strategies. This hypothesis was supported and
is consistent with previous research (Hardre & Hennessey, 2013). The current research found
teachers' reported belief in the malleability of motivation to be positively correlated with their
overall use of motivational strategies. However, this correlation was weak. Further examination
revealed a moderate positive correlation with strategies related to making information relevant to
the student and a weak positive correlation with strategies oriented towards relating to the
students. A weak negative correlation was also found with strategies related to acknowledging
peer pressure, suggesting teachers who believed motivation was malleable were more inclined
towards more active strategies, such as making their teaching relevant to the students. However,
the weak correlations suggest belief in the malleability of motivation is not sufficient to induce
teachers to use these motivational strategies.
The second hypothesis predicted teacher belief in the malleability of motivation would be
positively correlated to the use of motivational practices. This hypothesis was partially
supp01ied. Malleability was positively correlated to the practice aligned with Self-Efficacy
Theory and Attribution Theory, although these correlations were weak. No correlation was
found to the Goal Theory practice. This finding suggests that teachers do not view their
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classroom grading practices in the same way they perceive specific feedback and attempts to
increase student confidence during their teaching. Teacher grading and classroom practices are
more likely to be fixed procedures and not changed to adapt to students' needs. School policies
may also play a role in these practices, and teachers may be less able to make adaptations to their
grading practices. The incorporation of specific feedback and strategies to motivate during
teaching would not be subject to these same restrictions.
The third hypothesis predicted teacher belief in the transience of motivation would be
negatively correlated to the use of motivational strategies. This hypothesis was not supported
and this result contradicts previous findings (Deci, 1995; Hardre & Hennessey, 2013). However,
the items informing this scale were not deemed a unified measure of transience in this research,
and as a result, the correlations were calculated with the individual items for this scale. No
significant correlations were found between these items and the motivational strategies.
The fourth hypothesis predicted that teacher belief in the transience of motivation would
be negatively correlated to the use of motivational practices. This hypothesis was partially
supported, and this limited result contradicts previous findings (Deci, 1995; Hardre, &
Hennessey, 2013). A weak negative correlation was found between teacher endorsing "Students
just come to school motivated or unmotivated" and the Self-Efficacy practice, "I think about
increasing my students confidence during my teaching". No other significant correlations were
found. This finding suggests teachers may not invest the effort to increase student confidence if
they do not believe the students already possess some level of motivation. However, this
correlation was the only correlation found, and the conclusions that can be drawn from the
results of these last two hypotheses are limited.
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Research Question 3
The third research question examined the relationship between teachers' self-efficacy for
diagnosing and intervening for student motivation and their use of motivational strategies and
practices. Two hypotheses were proposed.
The first hypothesis predicted teachers' efficacy for motivating students would be
positively correlated to their use of motivational strategies. This hypothesis was suppmied. This
research found a moderate positive correlation between teachers' beliefs in their ability to
diagnose and intervene for motivational difficulties and their overall strategy use. This is
consistent with previous research by Hardre and Sullivan (2008) who found efficacy for
diagnosing and intervening with motivational difficulties to be predictive of strategy use.
The second hypothesis predicted teacher self-efficacy for motivating students would be
positively correlated to their use of motivational practices. This hypothesis was partially
supported. A strong positive correlation was found between self-efficacy for diagnosing and
intervening and the Attribution Theory practice "I make it a point to provide specific feedback to
my students on their performances ... ," A weak positive correlation was found with the Goal
Theory practice "My grading and classroom practices place more emphasis on learning and
mastery than on test performance." No correlation was found with the Self-Efficacy Theory
practice.

Research Question 4
The fourth research question examined teacher beliefs and perceptions as predictors of
motivational strategy use and theoretical practices. Importance, efficacy for diagnosing and
intervening, and perception of student motivation were all found to be significant predictors of
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overall strategy use. Importance, perception of student motivation and Expectancy-Value
Theory belief were significant predictors of use of theoretical practices. Belief in the
malleability of motivation was not found to be a significant predictor of strategy use or
theoretical practices. Given the significant correlations between importance, efficacy, and
perception of student motivation, these findings were not unexpected. However, much of the
variability in strategy use was not explained by these analyses, indicating explanations for the
variations in teachers' selection of motivational strategies and practices were not captured in this
research.
Additional Findings.
In addition to the findings related to each hypothesis, exploratory analysis to examine the
relationships between importance of motivation, belief in the malleability of motivation, teacher
efficacy for motivating students, reasons for students lacking motivation and theoretical beliefs
were examined in relation to each other and to motivational strategies and theoretical practices.
This research obtained some significant findings.
Teacher beliefs in the importance of motivating students was moderately correlated with
perception of student motivation, and feeling efficacious to motivate students and believing
motivation to be malleable were all strongly correlated with perception of student motivation.
However, perception of student motivation was not significantly correlated with the use of
motivational strategies. This latter finding is consistent with previous research (Hardre &
Sullivan, 2008) and may reflect a disconnection between teachers' beliefs and their use of
strategies, or teachers may use strategies that were not part of this and previous research.
Importance was also found to have a positive correlation with motivational
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strategy use and a strong correlation with malleability and efficacy. While the correlation with
strategy use was found to be weak, it was stronger than the correlation between malleability and
strategy use. The results of this research suggest importance plays a key role in explaining
teacher beliefs and perception related to student motivation.
The relationship between teachers' endorsement of importance and their endorsement of
theoretical beliefs was variable. Both the Expectancy-Value belief and the Goal TheoryPerformance belief were negatively correlated with importance while the SDT belief and the
Goal Theory-Mastery belief were positively correlated, suggesting some divergence in teacher
beliefs in their role for motivating students and what they understand to be factors in student
motivation. However, these correlations were weak.
In terms ofthe reasons teachers endorsed for students lacking motivation, some
significant correlations were found. Consistent with previous findings, teachers endorsed
relevance highest as a reason for students lacking motivation. Home factors and student
aspirations were very strongly correlated, although home factors were endorsed at a significantly
higher level when compared to aspirations. This finding suggests teachers who endorse home
factors as responsible for students' lack of motivation may also view home factors as having a
negative impact on student aspirations, but not all teachers view them as related. Peer factors and
personal factors were also strongly correlated, suggesting teachers may view peer influences as
connected to students appearing lazy or lacking concern. Peer factors were also strongly
correlated to aspirations, further suggesting that if teachers view peers as a factor, they also view
those influences impacting both personal factors and student aspirations. Personal factors and
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aspirations were only moderately correlated suggesting home factors or peer factors may mediate
the relationship between those factors.
An examination of the reasons teachers endorsed for students lacking motivation and
their relationship to the strategies teachers endorsed revealed some significant correlations.
Teachers reported the use of motivational strategies related to relevance significantly higher than
the other motivational strategies. Overall, teachers reported the use of strategies over reporting
feeling unable to motivate. A very strong positive correlation was found between endorsing peer
factors as a reason for students lacking motivation and the endorsing of strategies related to
acknowledging peers. A very strong, negative correlation was found between belief in the
malleability of motivation and endorsing can't motivate, and between self-efficacy for
diagnosing and intervening for motivation and can't motivate. A moderate positive correlation
was found between acknowledging peers as a reason students lack motivation and reporting
unable to influence motivation. Another moderate positive correlation was found between
strategies to acknowledge peer pressure and endorsing unable to influence motivation. This
finding suggests that teachers who view peer factors as contributing to lack of motivation may
choose to intervene but may also view peer factors as something beyond their control. The latter
may be connected to not believing motivation to be malleable. Taken together this finding
demonstrates teachers are using strategies when feeling efficacious and, in the case of relevance
and peers, are selecting strategies to match their beliefs for why students lack motivation.
Strategies related to relevance were also strongly correlated with strategies related to
student aspirations. Endorsing relevance as a strategy was negatively correlated with reports of
being unable to influence. Relevance was the only strategy found to have this significant
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negative correlation, suggesting teachers find being able to make information relevant successful
as a motivational tool. Conversely, acknowledging peers factors and being unable to motivate
students were also moderately correlated suggesting teachers may use this strategy but do not
view it as sufficient to motivate students.
Some additional strategies were also significantly correlated with relatedness and
relevance, demonstrating strong correlations, and relatedness and aspirations showing a moderate
correlation. This finding suggests that if teachers are motivating students, they are also utilizing
a variety of strategies.
Teacher belief in the malleability of motivation was negatively correlated with peer
factors, personal factors, home factors, and aspirations. Only relevance was found to be
unrelated to belief in malleability. As previously stated, teacher belief in the malleability of
motivation was found to be positively correlated with the use of motivational strategies. Taken
together, this finding suggests that teachers who belief motivation is malleable will be less
focused on the reasons student lack motivation and more likely to utilize strategies to improve it.
This research also noted some significant findings in relation to theoretical beliefs and
practices, and reasons endorsed for students' lack of motivation. A weak, positive correlation
was found between relevance as a reason for student lack of motivation and the Attribution
Theory belief. Both of these ideas relate to students' understanding material and their
relationship to it, suggesting teachers may connect these two concepts. However, weak negative
correlations were found between personal factors as a reason for lack of motivation and the SDT
belief and the Goal Theory-Mastery belief. These two beliefs connect to personal responsibility
in a positive way, while the personal factors reason attributes lack of motivation to negative
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personal factors. This finding suggests that teachers who attribute lack of motivation to these
factors may not believe in motivational strategies based in positive personal factors (ability to be
autonomous, desiring mastery).
In terms of theoretical practices, the Attribution Theory practice was strongly correlated
with viewing motivation as impmiant and with feeling efficacious to motivate, and weakly
correlated with perception of student motivation and belief in malleability. However, beliefs
related to Attribution Theory were not significantly correlated with these beliefs and perceptions
(importance, efficacy, malleability, and overall perception of student motivation). This finding
suggests that teachers may not connect their feedback to what students internalize as the reasons
for their success or failure.
The Self-Theory belief (Blackwell et al., 2007) was not found to be significantly
correlated with teacher beliefs or perceptions, suggesting teacher beliefs regarding ability versus
effmi have not influenced their beliefs in importance, efficacy, malleability, or overall perception
of student motivation and vice versa. While teachers endorsed this belief on par with Attribution
Theory, SDT and Self-Efficacy Theory, research remains unclear as to how to influence this
belief system.
Teachers endorsed the Expectancy-Value Theory belief over all the other theoretical
beliefs. Both of the Goal Theory beliefs (Mastery and Performance) were least endorsed. Also a
strong, positive con·elation existed between endorsing the Expectancy-Value belief and the SelfEfficacy belief. This finding is important as research on motivation based on the ExpectancyValue Theory model found task engagement and academic achievement to be best predicted by a
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student's expectation for success and the value placed on that success (Eccles et al., 1998;
Pintrich & Schrauben, 1992; Pintrich & Schunk, 1996).
In addition, the teachers endorsed the Self-Efficacy Theory practice over both of the other
theoretical practices. Both the Expectancy-Value Theory belief and the Self-Efficacy belief are
related to students' feelings of competency and given their report of using the Self-Efficacy
Theory practice, suggest teachers understand competency and self-efficacy as they relate to
student motivation. A moderate positive correlation was also found between the Goal Theory
practice and the Attribution Theory belief. While these are not theoretically aligned, both
involve student feedback and suggest that teachers view specific feedback as conducive to
mastery and learning.
Teachers endorsed motivation as an important part of their teaching. Significant
correlations were found between importance and overall perception of student motivation,
malleability, efficacy for diagnosing and intervening, and the use of strategies. However, tno
correlation was found between impmiance and desire for professional development.
Furthermore, desire for professional development was not correlated to efficacy for intervening
and diagnosing, can't influence, malleability, or use of strategies. This finding suggests that
while teachers report that belief motivation is an important part of their teaching, they do not
view professional development as something of value.
Limitations
Several limitations within this study are worth noting. First, the responses were obtained
via a self-report survey. The motivation for the respondents to complete the survey may have
provided a sample of teachers with strong views in a particular direction. Second, teachers' self-
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repmting may be discrepant to their current practices: These discrepancies could be the result of
a desire to appear more favorable or of inaccurate self-assessments. Third, not all teachers
completed all items. This occurred more frequently with the later items and could be attributed
to survey fatigue or an unwillingness to share specific information. Therefore, some significant
findings may have been lost. In addition, the sample size was limited for certain groups by
subject taught, and the group sizes limited the comparisons that could be done between subject
areas.
The TBP covered a broad array of theoretical orientations, and in service of saving time,
this group of questions was restricted. Additional questions may have provided increased
understanding of the relationships between teacher beliefs and perceptions regarding student
motivation in general and with these more specific theoretical orientations. Further, teacher
perceptions of student motivation reflect only teacher perception and may or may not be accurate
reflections of true student motivation.

Implications
Overall, teachers indicated motivation as highly important to them. In addition, feeling
efficacious for diagnosing and intervening for motivational concerns and believing motivation to
be malleable were both positively correlated with the use of motivational strategies overall and a
practice related to Attribution Theory in particular. This finding suggests increasing teachers'
beliefs in these areas could positively influence their use of motivational strategies. While
teachers endorsed motivation as an important aspect of their teaching, the correlations to
impmiance and the use of motivational strategies were weak. Further, importance was not found
to correlate with their desire for professional development in this area. Teachers did endorse the
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use of strategies over indicating feeling unable to influence, and in the case of relevance and
acknowledging peers, they used strategies that aligned with their perceptions as to why students
may lack motivation. This finding suggests teachers are using strategies and are looking to align
their efforts with reasons they perceive are contributing to their students' lack of motivation.
However, correlations to use of specific practices aligned with theoretical research were weak,
suggesting that teachers' practices may not be consistently grounded in research and they could
benefit from increased knowledge in this area. As teachers did not endorse an interest in
professional development to learn more about student motivation, increasing teacher knowledge,
efficacy, and belief in the malleability of motivation would require more creative solutions than
just professional development opportunities.

Future Directions
Some weak and moderate correlations were found with strategy use, but further
exploration to determine what additional, if any, strategies teachers are using and their reasons
for selecting them would extend this current research. The discovery of importance as a
significant correlate and predictor would suggest additional research in this area would be
warranted.
Although only one question was asked in relation to teachers' interest in further
professional development in the areas of student motivation, this question was not found to
correlate as significantly with the efficacy and malleability scales as one might expect.
Understanding the reasons teachers did not endorse a desire for professional development would
provide important information for planning teacher education and further development.
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Regarding the theoretical beliefs and practices, devising scales specific to different
theoretical orientations would provide a more complete picture to determine where teacher
beliefs lie. This research was designed as a precursor to such a study.
Overall, teachers viewed students as motivated. However, the connections between
teacher beliefs and perceptions and their actions (strategy use and motivational practices) were
tenuous and warrant further exploration.
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Appendices

Appendix A. The Perceptions of Student Motivation Questionnaire (PSM)
Question

l=Not

3=More

5=More

7=Very

at all

not true

true than

much true

true

than true

not

1
1. The students in this class

really try to learn.
2. My students work at
learning new things in
class.
3. My students generally pay
attention and focus on
what I am teaching.
4. My students generally do
class-related tasks and
assignments willingly.
5. My students don't put
forth much effmi to learn
the content.
6. My students are often
distracted or off task, and I
have to bring them back to
focus on the topic or work
at hand.
7. In general, my students are
genuinely interested in
what they are asked to
learn in my class.

2

3

4

5

6

7
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8. Generally, my students are
unmotivated because their
parents don't care about or
value education.
9. When my students aren't
engaged in school, it's
because they don't see the
value of what they are
being asked to learn.
10. If students aren't
motivated to learn in my
class, it is often because
they don't have aspirations
that connect to education,
like plans to go on to
college.
11. Students often lack effort
at school because they
don't have support at
home.
12. If students don't see the
point of learning the
content then they aren't
motivated to learn it.
13. Some of my students just
have too many problems to
make school a priority.
14. Most often, if students
aren't engaged in my
class, it's because they
don't see the relevance of
the content in their world.
15. Some of my students
aren't motivated to work
in school because
education has no place in
the futures they see for
themselves.
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16. Some of my students
aren't motivated to work
in school because
education has no place in
the futures they see for
themselves.
17. Generally, the students in
my class who are not
interested in learning are
that way because of peer
pressure to devalue school.
18. Most often, if students
aren't working in my
class, it's because they
don't see how useful this
information can be.
19. Negative peer pressure is
one big reason why some
of my st'tlQents are not
motivated to learn in
school.
20. Some students are not
motivated to learn because
they are just lazy.
21. Some students just don't
care about learning,
period.

Motivation Scale
•
•
•

Effmi subscale: Items 1, 2, 5r
Engagement subscale: 3, 4, 6r
General Interest item: 7
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Reasons/Causes Scale
•
•
•
•
•

Home factors: Items 8, 11, 13
Current relevance/value: 9, 12, 14
Aspirations/future utility 10, 15, 17
Peer factors: 16, 18
Personal factors (lazy, don't care): 19, 20
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Appendix B: Motivating Students Questionnaire (MSQ)
HOW I MOTIVATE STUDENTS
Instructions:
For the following questions, please respond regarding how true each statement is for the students
in this class (the one in which your students are completing the questionnaires). Indicate how
true each statement is from your perspective, using the following response scale:

Not at all
true

1

More not true

More true

Very much

than true

than not

true

2

3

1. I feel confident that I can tell when
students are motivated to learn in my class.

4

Not at all

More not true

true

than true
2

2. I have indicators that I use successfully
to identify unmotivated students.

6

5

Not at all

3

4

than true
2

3

More true

Very much

than not

More not true

true

7

5

More true

true
6

Very much

than not

4

5

7

true
6

7
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3. I feel confident that I can motivate
students in my class who are unmotivated.

Not at all

More not true

true

than true

2

4. If students are not initially motivated, I

Not at all

can usually improve their motivation with

true

the strategies that I use.

5. Overall, I believe that I can accurately
tell when my students are not motivated in

6. Even though motivating some students is
challenging, I can almost always get them

Not at all

Not at all

have been able to do effectively, even for

true

the least motivated students.

4

than true
2

7. Motivating students is something that I

3

3

4

than true
3

5

More true

5

More true

5

More true

true
6

5

7

Very much
true
6

7

Very much
true
6

7

Very much

than not
4

7

Very much

than not

More not true

2

More true

6

than not

More not true

true

motivated.

4

than true
2

5

true

than not

More not true

true

class.

4

than true
3

Very much

than not

More not true

2

Not at all

3

More true

true
6

7
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8. When students are unmotivated, I often
try to connect with them personally, use

Not at all
true

relatedness to bridge the gap.

9. To promote students' motivation, I often
provide information about why what we

unmotivated, I try promoting aspirations,

than true
2

Not at all

3

4

than true
2

3

Very much

5

More true

true
6

5

More true

true
6

5

7

Very much

than not

4

7

Very much

than not

More not true

true

like college and jobs, that connect with the

4

than true
2

Not at all

3

More true
than not

More not true

true

are learning is valuable for them.

10. When students in my class are

More not true

true
6

7

ideas we are covering.
11. Sometimes, when students are not
interested in learning, I just try to support

Not at all

learning, I try to help them see the point of
learning these things.

than true

true

them through whatever may be going on.

12. Often when students don't engage in

More not true

2

Not at all

3

4

than true
2

3

Very much
true

than not

More not true

true

More true

5

More true

6

Very much

than not

4

5

7

true
6

7
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13. If students are not ttying to learn,
sometimes I can just attribute it to things
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Not at all
true

outside school and let them work it out.

Not at all

motivation by showing them how what we

true

are learning is relevant to their lives.

motivation by connecting the skills they are

getting them alone, away from their peers.

than true

Not at all

true

information about the utility of the
information I expect students to learn.

Not at all

3

4

than true
3

4

than true
2

3

More true

6

5

More true

5

More true

5

More true

true
6

5

7

Very much
true
6

7

Very much
true
6

7

Very much

than not

4

7

Very much

than not

More not true

true

5

true

than not

More not true

2

17. I usually include in my lessons some

4

than true
2

Very much

than not

More not true

true

Not at all

4

3

3

More true
than not

More not true

2

learning to their futures.

16. Motivating some students requires

than true

2

14. Many times, I try to promote students'

15. Sometimes I try to enhance students'

More not true

true

6

7
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18. Until I figure out how to overcome peer Not at all
pressure, I just can't motivate some

my time trying to motivate them.

More not true
than true

true

students.

19. With some students, I just don't waste
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2

Not at all

20. For some students there is nothing I can
do or will ever be able to do to enhance

Not at all

21. Sometimes I motivate students by
giving them rewards, such as extra credit

22. I sometimes motivate students by
supervising them very closely, structuring
their time and tasks for them.

4

than true
2

Not at all

3

3

4

than true

2

3

5

More true

5

More true

5

More true

true
6

5

7

Very much
true

6

7

Very much
true
6

7

Very much

than not
4

7

Very much

than not

More not true

true

More true

6

than not

More not true

true

points or privileges.

4

than true

2

Not at all

3

5

true

than not

More not true

true

their academic motivation.

4

3

than true

2

Very much

than not

More not true

true

More true

true
6

7
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23. If students are not working in class, I

Not at all

often keep them after school or in at free

true

periods until their work is done.

24. Rewards are very effective motivating
strategies for students to get their work

to day, and teachers just have to accept

Not at all

students' motivation.

2

motivated or unmotivated.

3

4

than true

3

4

than true
2

3

More true

6

5

More true

5

More true

5

More true

true
6

5

7

Very much
true
6

7

Very much
true
6

7

Very much

than not
4

7

Very much

than not

More not true

true

5

true

than not

More not true

true

Not at all

4

than true

2

27. Students just come to school either

3

Very much

than not

More not true

true

Not at all

4

than true
2

Not at all

3

More true
than not

More not true

true

those good and bad days.

26. Teachers really can do a lot to influence

than true
2

done.

25. Students' motivation changes from day

More not true

true
6

7
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28. Students' motivation is generally pretty
responsive to teachers' influence.

Not at all

More not true

true

than true
2

29. Students' motivation is individual, and
it varies a lot regardless of teachers'

Not at all

strategies.

30. Public praise and rewards are positive
influences on students' motivation in

Not at all

Not at all

deny them privileges and choices until the

true

work is done.

32. Students' motivation can usually be
influenced by teachers' strategies.

3

4

than true
3

4

than true

2

3

5

More true

5

More true

5

More true

true
6

5

7

Very much
true
6

7

Very much
true
6

7

Very much

than not
4

7

Very much

than not

More not true

true

More true

6

than not

More not true

2

Not at all

4

than true

2

31. A good way to motivate students is to

3

5

true

than not

More not true

true

school.

4

3

than true
2

Very much

than not

More not true

true

More true

true
6

7
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MSQ Scoring/Coding

Efficacy for Diagnosis & Intervention Scale

Confidence about diagnosing motivation subscale: Items 1, 2, 5
Self-efficacy for motivating students subscale: 3, 4, 6, 7

Motivating Strategies Scale

Relatedness/emotional support: Items 8, 11, 13
Relevance, value perceptions: 9, 12, 14
Aspirations, futures: 10, 15, 17
Acknowledge peer pressure: 16, 18
Can't influence: 19, 20

Extrinsic rewards: Items 21, 24, 30
Extrinsic constraints: 22, 23, 31

General Beliefs Scale:
Motivation as Malleable (vs. unmalleable): 26, 28, 32
Motivation as Transient (vs. stable): 25, 27, 29
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Appendix C
Author Designed Measure: Theoretical Beliefs and Practices (TBP) Questionnaire:
Likert Scale 1-7
1.
2.
3.
4.

I believe motivating students is an important part of my job as a teacher.
I think about ways to motivate my students when I lesson plan.
I would like more professional development to learn about student motivation.
The reasons students give themselves for their success or failure do not influence
their level of motivation. (Attribution Theory) (reverse score)
5. If a student believes they will succeed on a task, they are more likely to try.

(Expectancy-Value Theory)
6. Student achievement is more connected to innate ability than effort and motivation.
(Self Theory /Implicit Theory) (reverse score)
7. Student motivation increases when they are given more autonomy in the classroom.
(SDT)
8. Students are motivated to master the material they are being taught. (Goal TheoryMastery)
9. Students are motivated to achieve grades or meet benchmarks. (Goal TheoryPerformance)
10. Student motivation is related to their feelings of competency for the subject area
(self-efficacy)
11. I don't think about increasing my students' confidence during my teaching. (Selfefficacy) (reverse score)
12. My grading and classroom practices place more emphasis on learning and mastery
than on test performance. (Goal Orientation).
13. I make it a point to provide specific feedback to my students on their performance
such as "I like how you explained your thinking" or "I like how you neatly you wrote
this."
Importance/Relevance: Items 1, 2, 3
Beliefs: 4, 5, 6, 7, 8, 9, 10
Practices: 11, 12, 13
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Demographic Questions:
State
Grade level taught (elementary, middle school, high school, transition)
Grade (Kindergarten- Transition)
Subject taught
Years Teaching
Gender
Age
Race
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